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ABSTRACT 
A SYSTEMATIC TRAINING PROGRAM FOR GIVING 
FEEDBACK IN SCHOOL PSYCHOLOGY SUPERVISION 
February 1983 
Shirley Shrago Siff, B.A., Goucher College 
M.A., Clark University 
Ed.D., University of Massachusetts 
Directed by: Professor Ena Vazquez Nuttall 
The purpose of this dissertation was to develop and evaluate a 
systematic training program for giving feedback in school psychology 
supervision. 
It is this author's belief that the key to a successful intern¬ 
ship experience lies in the nature and quality of the supervision 
given. The effective supervisor must not only have professional com¬ 
petence, but must be able to communicate this to the supervisee. 
Feedback is considered the most important component of the communica¬ 
tion process in supervision. 
This training program is based upon an interactive model of giving 
feedback in supervision. The basic premise is that feedback is not 
given in a vacuum; it is given in the context of the relationship 
between the supervisor and the supervisee, of the structural arrange¬ 
ments of supervision, and of the reaction to the feedback. There¬ 
fore, these factors constitute three units of this program; the 
fourth. Giving Feedback, is the central unit, emphasizing nine cri¬ 
teria for giving effective feedback. 
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This program combines theoretical with experiential material. 
The format includes lecturettes with charts to provide theoretical 
background for the skills, videotapes to demonstrate the skills, and 
group exercises for practice of the skills. Materials include a 
facilitator's manual, workbooks for the participants, videotapes and 
charts. 
This program was formatively evaluated with an appropriate group 
of school psychology supervisors. The primary instruments used to 
collect the data were a series of seven questionnaires designed 
specifically to evaluate the process and content of the program. 
The data was analyzed with the help of three external evalua¬ 
tors. The results were analyzed for the total group and for three 
sub-groups. 
The overall results indicated that the program was well designed 
and that it communicated effectively the skills of giving feedback in 
school psychology supervision. 
Implications for further research were discussed. 
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CHAPTER I 
INTRODUCTION 
The purpose of this study is to design and formatlvely evaluate 
a systematic training program for giving feedback in school psychol¬ 
ogy supervision. The focus of this program is upon the school psy¬ 
chology supervisors giving feedback, verbal and nonverbal, to school 
psychology interns. 
The basic contentions underlying this project are that super¬ 
visors who have been trained in the skills of giving feedback in 
school psychology supervision will be more effective supervisors, and 
that more effective supervisors will facilitate the development of 
more competent interns. Intrinsic in this is that the effective 
supervisor uses better communication skills and that feedback is the 
most important component of the communication process. 
This chapter will examine the importance of the supervisory pro¬ 
cess in school psychology, the need for a training program in giving 
feedback in school psychology supervision and the proposed training 
program. 
Importance of Supervision 
The importance of the internship experience in school psychology 
is well documented in the literature. The key to a successful 
internship experience is the quality and effectiveness of the super¬ 
vision. The value of an Internship is directly proportioned to the 
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quality of the supervision received. The internship model provides 
the structurej supervision is the process. The process of super™ 
vision is not limited to any one training model of school psychology 
internship. Some kind of supervisory process takes place in any 
internship model. 
The significance of the internship component of school psychol¬ 
ogy training programs has been acknowledged by recent state and 
national certification and licensing requirements (Peabody Confer¬ 
ence, 1963; Massachusetts School Psychologists' Certification, 1976; 
American Psychological Association, 1978; American Psychological 
Association Accreditation Procedures, 1980; National Association of 
School Psychologists, 1980). Internship programs have the responsi¬ 
bility for integrating academic coursework and theoretical knowledge 
with practical experience in the field (Cardon & Kuriloff, 1973). 
It has been this author's postulation, as a school psychologist 
and as an on-site supervisor of school psychology interns, that the 
internship experience may well be the most valuable component in a 
graduate training program, and that the nature and quality of the 
supervision given and received detemines to a great extent the value 
of the internship experience. Professional observations have indi¬ 
cated that, even when the physical conditions and/or roles and func¬ 
tions of the internship placement were limited, or possibly adverse, 
high quality supervision could create an effective and meaningful 
internship experience. 
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There is evidence in the literature to support the importance of 
the internship and supervision experience in school psychology. 
Bardon and -Bennett (1974) state that: 
The real life experience that makes psychology meaningful for 
and applicable to its future functional setting is experience 
in the school concomitant with academic learning, (pp. 176- 
177) 
Donald Ferguson (1963) states that 
Supervised field experience is commonly accepted as an ex¬ 
tremely important aspect of the training of school psycholo¬ 
gists.... The value of an on-the-job experience occurring 
between the basic coursework and the actual assumption of 
professional responsibility is well recognized in most pro¬ 
fessions. For some years now this has been considered a reg¬ 
ular part of medical training and regarded generally as the 
true test of a young doctor's professional capacities, (pp. 
299-300) 
The Association of Psychology Internship Centers Report states 
clearly and succinctly that "The internship experience is a vital 
part of the graduate training of professional psychologists" (1980, 
p. 1). The quality of the supervision is the factor that makes the 
internship such a vital part of the training. 
The importance of the internship and supervisory experiences 
were assessed as a part of a written questionnaire designed by this 
author and administered to ten graduate school psychology interns at 
the University of Massachusetts during the academic year 1980-1981. 
The questionnaire read "Considering your total training, how import¬ 
ant do you feel was your internship experience?" 
Very Important _ Important _ Not Very Important 
The responses indicated that 80% felt that the internship was Very 
Important, 20% Important, and 0% Not Very Important. 
Analysis of the data Indicated that the 20% who responded that 
the internship was Important had prior experience in schools and in 
fields related to school psychology. It may be hypothesized that 
this affected their responses in that the degree of Importance was 
tempered somewhat by their previous experience. 
An open ended question "Any other comments?" elicited the fol¬ 
lowing responses: 
The most practical part of training since it is really the 
only part which allows one to see 'the real school world'. 
Good experience because of good supervision. 
It's an experience that makes all the course work make sense. 
This study is particularly important because as Jeffrey Grimes 
(1981) states: 
Economic, social and political circumstances signal the need 
for public service professionals to be accountable. These 
social and political circumstances impinge on the employment 
of school psychologists. All public education is vulnerable 
to criticism by taxpayers, (pp. 225-226) 
Public demand for greater accountability will have direct impact on 
university training programs. Internship requirements will gain 
increased importance and consequently internship supervision will 
become even more significant because of this, and because of Increas 
ing pressure by professional organizations for demonstrated compet¬ 
ence (higher standards) and by student (consumer) demand for higher 
calibre learning experiences and for better preparation for the job 
market. 
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Need for the Study 
The need for a training program In supervisory skills in school 
psychology supervision is well documented in the literature and by 
this author's personal experiences as a university and a field super¬ 
visor. 
The "issue of training professionals in how to supervise is a 
neglected area and merits further Investigation" (Ryan, Lombardi, 
Liederman & Zellnger, 1980, p. 220). University and field super¬ 
visors, although certified and competent school psychologists, have 
seldom had formal training in the skills of supervision. It is this 
author's belief that one of the major factors that makes school psy¬ 
chology supervision so difficult is that supervisors are put in a 
position of having to do a job for which they have not been formally 
trained. 
Feedback has been Identified as an Important component of super¬ 
vision. Feedback may be defined as a "way of helping another person 
to consider changing his behavior" (Mill, 1976a, p. 18). Feedback 
may be viewed as communication by a supervisor to a supervisee which 
provides him/her with "information about some aspect of his behavior 
and its effect" (Mill, 1976a, p. 18). 
Literature searches both computerized and "hand" have failed to 
locate a training program, or a model of giving feedback in school 
psychology supervision. In fact, a computerized search of feedback 
in supervision in the major journals in psychology, education and 
business management produced 173 citations in these fields. However, 
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not one dealt specifically with school psychology. Further, a hand 
search of the Counselor Education and Supervision Journal, for the 
years 1962-1982, yielded a significant number of articles dealing 
with counselor supervision, but none with school psychology super¬ 
vision, or even with the counseling aspect of the school psycholo¬ 
gist's role. As a matter of fact, it should be noted that there is 
no official publishing voice for school psychology supervisors, as 
there is for counselors. 
It is well acknowledged that the supervisory aspect of school 
psychology internships lags far behind the field of school psychology 
in general. Much of this lag is attributable to the history of the 
profession and to the lack of emphasis upon the internship component 
in training. School psychology, with its roots in the fields of both 
education and psychology, has relied upon these fields for models of 
supervision, rather than developing a model of its own. It has 
assumed that the educational or teaching model and/or the psycho¬ 
logical or clinical model can be utilized effectively for school psy¬ 
chology. School psychology is a unique profession, although it 
shares many of the characteristics of the other fields, and therefore 
needs a unique model of school psychology supervision. 
The internship component of school psychology programs is a 
relatively new phenomenon. In 1963, Donald G. Ferguson stated, most 
training programs in school psychology do not require an internship 
nor do state certification patterns" (p. 300). As recently as 1975, 
Massachusetts State Certification Standards did not require an 
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internship. The fact that formal internship programs are so recent 
would seem to account for under-development of the supervisory 
aspects of these programs. 
Even today, training in the skills of supervision does not 
appear in the curriculum of most school psychology programs (Brown, 
1977; Jackson & Bernauer, 1977; Ryan et al., 1980). This statement 
from the literature supports this author's personal experience of 
seeking a graduate course in school psychology supervision. There is 
nothing offered in school psychology; the courses offered are speci¬ 
fic to a particular field, be it teaching, counseling, clinical psy¬ 
chology or business management. 
Because of the lack of courses, the individuals responsible for 
the supervision, the university supervisor and the field supervisor, 
have had little formal preparation for this task. 
Faculty members are responsible for the school psychology 
internship supervision, yet few of them have professional background 
or training in this area (Fanslow, 1976, 1981; French & McClosky, 
1980; Nuttall, 1981; Ryan et al., 1980). In addition, the skills 
required in supervision are often the antithesis of those required 
for instructing and lecturing; the lecturer gives out information and 
Instructs in content; supervisory skills are more "helping" in nature 
(Fanslow, 1976). 
The field supervisor too has virtually no opportunity to study 
supervisory skills. 
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In addition to a lack of formal training In aupervlalon, achool 
psychology university and field supervisors have very few rewards for 
their supervisory endeavors. Not only Is there a lack of financial 
rewards for supervision, there Is also a lack of Intangible or 
psychological rewards. 
There Is ambiguity within the university community regarding the 
status of the university supervisor. Universities do not reward 
supervision; they reward primarily teaching. Supervision "Is often 
an additional task that requires time away from teaching responsl- 
bllltles" (Fanslow, 1976, p. 5). Universities reward for the number 
of students enrolled In professors' classes. "Supervision of both 
practlcum and research requires much time and allows professors to 
work with only a few students" (French & McCloskey, 1980, p. 250). 
Universities reward for scholarly research and publishing; writing 
and publishing require the kind of time few university supervisors 
have, consequently university supervision rarely yields scholarly 
articles. University supervision requires hours of traveling and of 
on-slte supervision; universities are not responsive to, nor reward, 
these commitments (Nuttall, 1981; Slff, In process). 
Field supervisors encounter similar experiences. School systems 
do not reward for supervision; they reward for the number of refer¬ 
rals completed. Time required for supervision Is often time taken 
away from direct services. Supervisory conference time Is often per¬ 
sonal time—be It after work hours, lunch times, or break times. 
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Therefore, supervision is often an "extra burden" for the field 
supervisor. 
One type of reward is the opportunity for supervisors to 
increase their feelings of competence through training in skills. It 
is this author's belief that increased competence produces increased 
sense of job satisfaction and increased sense of self-esteem. This 
project is designed with this as a major purpose. 
In summary, the need for a systematic training program in school 
psychology supervision is attested to by the fact that there is a 
well documented need for training in supervision and a lack of avail¬ 
able training programs. It is this author's postulation that the key 
to a successful internship experience is the nature and quality of 
the supervision given. The development of this systematic training 
program for giving feedback in school psychology has as its ultimate 
goal increasing the competence of the supervisors. It is hoped that 
this program will make a significant contribution to the field of 
school psychology. 
The Training Program 
A systematic training program was designed and formatively eval¬ 
uated for giving feedback in school psychology supervision. The 
emphasis of this program is upon teaching school psychology super¬ 
visors the skills of giving feedback, verbal and nonverbal, to school 
psychology supervisors or interns. 
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Tho daflaitlon of feedbnck which will ba utilized In this study 
Is that of communication botweun a supervisor and a supervisee which 
provides the supervisee with Information about some aspect of his/her 
apparent attitudes and/or behaviors and their potential effects. The 
fact that this feedback occurs in an Internship setting, which Is, In 
effect, a teaching and learning situation, adds another dimension to 
the feedback phenomenon. This differs from the feedback which occurs 
In a National Training Laboratory Workshop, whore the goal of feed¬ 
back is to convey one's feelings to another. In n non-Judgmcntal 
manner. The goal of foedbock In a supervisory relationship Is to 
confirm and to Improve tho professional performance of the super¬ 
visee. 
Tho supervisory role will be conceptualized as that of an edu¬ 
cator although recognition will bo given to other views of tho super¬ 
visory process, such as therapeutic, administrative and supportive. 
It Is this author's belief that the oducntlonuL supervisor Includes 
those other roles as a part of the supervisory process, although the 
focus Is upon tho touching and educational aspects. In this training 
program, tho supervisor will be viewed as an educator and tho super¬ 
vision process as a teaching-learning process. 
It Is this author's conviction, based upon professional experi¬ 
ence and a search of tho literature, that three kinds of supervision 
should be Involved In tho Internship experience—university super¬ 
vision, field supervision, and peer supervision. Implied In all of 
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these- and basic to all—is self supervision, which may, in fact, be 
the ultimate goal of all supervision. 
This training program is designed to enhance the supervisory 
skills of all supervisors—university, field, and peer. 
The questions which will be answered in this training program 
are; 
How is the relationship established in which feedback is given? 
How are the structural arrangements established in which feed¬ 
back is given? 
How is effective feedback given? 
How is feedback reacted to? 
How is the feedback session evaluated? 
Summary 
This chapter has established the importance of the internship 
supervision, the lack of available training programs in supervision, 
the need for the proposed study, and the content of the proposed 
training program. 
Chapter II will review the literature relevant to this project. 
This will include a review of the history of school psychology as a 
profession and of the development of school psychology training pro¬ 
grams, a review of current internship supervision models, and cita¬ 
tion of major issues relating to the school psychology supervisor and 
to feedback principles and practices. 
CHAPTER II 
REVIEW OF THE LITERATURE 
A comprehensive review of the literature in the fields of school 
psychology supervision and school psychology supervisory training 
programs, reveals a dearth of material in these areas. Computerized 
and hand searches of the school psychology supervision literature and 
of feedback literature did not yield one systematic skills training 
program for school psychology supervision. 
There has been an increased awareness of the need for super¬ 
visory training materials in the field of school psychology as evid¬ 
enced by the fact that the Fall, 1981, issue of School Psychology - 
Review focused upon Supervision. In the Introduction, guest co¬ 
editors Gary Ross-Reynolds and Jeffrey Grimes wrote: 
Yet specific university training in supervision skills and 
competencies is nonexistent or sparse. Thus, many school 
psychologists serving in supervisory roles do so with varying 
degrees of success, but little formal training. Both field- 
and university-based supervisors are hampered because of the 
virtual absence of a body of literature pertaining to school 
psychological supervision. (1981, p. 416) 
Although this lack of training in supervision is not limited to the 
field of school psychology, for Alfred Kadushin (1976) laments the 
fact that there is a lack of training in supervision in the field of 
social work, and there is some concern in the field of counselor edu¬ 
cation about the lack of training in supervision (Cormier & Bernard, 
1982), the focus of this dissertation is upon school psychology. 
12 
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It Is W6ll 6stsbli.sh6d thst thsrs Is s grsat need for supervisory 
training materials. 
"Knowledge of, and expertise in the practice of school psychol- 
ogy is a necessary but not a sufficient condition for supervisory 
competence" (Murphy, 1981, p. 422), Murphy goes on to note that 
"Supervision in school psychology has received very little treatment 
in the literature" (p. 419), 
It is only in recent literature that the issue of supervision 
has been emphasized. In 1977, the two major professional organiza¬ 
tions, the National Association of School Psychologists (NASP) and 
the American Psychological Association (APA) made their most defini¬ 
tive statements regarding the importance of the internship and super¬ 
vision components of training. These will be cited later in this 
chapter; suffice it to note here that they only emphasized the quan¬ 
tity of time that should be required in supervision, not its quality. 
Virtually nothing was cited about techniques of supervision. 
In order to understand the "state of the art of supervision" in 
school psychology, one must review the relevant literature pertaining 
to the development of school psychology as a profession. The initial 
part of this chapter will focus upon the historical development of 
school psychology as a profession and upon those forces which have 
had major impact upon school psychology as a profession, and upon the 
development of its training programs; the focus of this latter area 
will be upon the internship and supervision components of these pro¬ 
grams. 
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The second segment of this chapter will review the literature in 
the areas of current models of internship supervision. The primary 
models are university affiliated and involve university faculty mem¬ 
bers and field-based supervisors collaborating in supervision. Six 
models will be reviewed which have been selected as representative of 
the various models of supervision which are currently part of train¬ 
ing and certification programs. 
The third part of this chapter will focus upon a review of the 
literature in the area of feedback in school psychology supervision. 
The literature in this area is even more limited than in the field of 
school psychology supervision in general. A computer search of the 
topic "Feedback in Supervision" in the major journals yielded 173 
citations; of these 71 were in management and/or business, 46 in 
education and 56 in psychology. Not one entry focused specifically 
on feedback in school psychology supervision! Therefore, this review 
of the literature in feedback will encompass a review of the relevant 
principles and practices of feedback in supervision and in training, 
and of specific criteria of giving feedback. 
In summary, the review of the literature in this chapter will 
Include: 
I. Overview of the field of school psychology 
Clarification of important concepts 
History of school psychology and of school psychology 
training programs 
Credentialing process in school psychology 
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II. Review of current internship and supervision models 
III* Issues relating to the school psychology supervisor 
Skills and abilities 
Personal characteristics 
Approaches to supervision 
Relationship with supervisee 
IV. Feedback principles and practices 
Importance of feedback in supervision 
Criteria for giving feedback in supervision 
Clarification of Important Concepts 
This section will focus upon clarifying the most important con¬ 
cepts in school psychology training. These concepts are fundamental 
to the study. This Includes the definitions of school psychology and 
of the school psychologist, of the supervisor and of field training; 
this latter includes practlcums, externships and internships. 
School Psychology 
A definition of school psychology and of the school psychologist 
is needed to give direction to the training programs and a focus to 
the internship and supervision component thereof. 
School psychology will be defined as a profession utilizing the 
expertise and skills of both psychology and education. The contro¬ 
versy as to whether school psychology is a subdivision of generic 
psychology, as stated by the American Psychological Association (APA) 
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or is an independent profession, as stated by the National Associa¬ 
tion of School Psychologists (NASP), is not considered relevant for 
this paper (Ferguson, 1963; Grubb, 1981; Phye & Reschly, 1979). 
School Psychologist 
A school psychologist will be defined as a professional who is 
trained in the fields of psychology and education (Bardon & Bennett, 
1974; Blanco, 1970; Grubb, 1981; Pennington, 1977; Tindall, 1979). 
The issue as to whether the school psychologist is first and foremost 
a psychologist or first and foremost an educator has been explored 
extensively in the literature (Bardon & Bennett, 1974; Cutts, 1955; 
Ferguson, 1963; Grubb, 1981; Vallett, 1963). The consensus seems to 
be that the school psychologist is defined as a psychologist with 
training and experience in education (Cutts, 1955). 
It is this author’s opinion that the school psychologist should 
be defined in terms of role and functions. This behavioral defini¬ 
tion has direct impact upon the training and upon the internship com¬ 
ponent of these training programs, for these are the functions which 
require supervision in the internship. 
Although there is no generally agreed upon role for the school 
psychologist (Bardon, 1976; Meacham & Peckham, 1978), a review of 
literature indicates that the leading professionals in the field have 
conceptualized that the major functions of the school psychologist 
may be categorized into six areas. These are assessment, consulta¬ 
tion, counseling, intervention strategies, research and evaluation. 
and in-service. 
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Supervisor 
The dictionary defines a supervisor as "one who supervises... 
work done by others" (The Random House Dictionary of the English 
Language, 1973). The term supervisor will be used in this paper to 
indicate the individual who has responsibility for the internship 
experience; this will include both university and field supervisors. 
University supervisor is the term applied to the faculty member 
on the university staff who is responsible for the internship. Field 
supervisor is the tern applied to the on-site person who has primary 
responsibility for the day-by-day internship experience. In general, 
this is a Certified School Psychologist who is employed by a local 
school system. 
Field Training 
Internships, practicums and externships are terms used to 
describe field experience in school psychology programs. The focus 
of this paper is upon the internship and this concept will be defined 
in detail in this chapter. Related terms will also be defined for 
clarification. 
Field training has been defined by the American Psychological 
Association as: 
Systematic, intensive training in the application of psycho¬ 
logical principles and skills to human problems. This field 
training is generally graded in intensity and responsibility, 
and is offered sequentially through practicum and internship 
experiences. The specific structure of practice and intern¬ 
ship experiences varies with the psychological specialty and, 
to some extent, within each specialty. (APA, 1979a, p. 15) 
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Practlcum 
A practicum is a field experience, usually for academic credit 
and usually concurrent with academic courses (APA, 1979a; Brown, 
1979; Fagan, 1977), The practicum allows the student the opportunity 
to acquire skill proficiency in areas closely related in time and 
content to ongoing academic instruction. It serves a training as 
opposed to service function and is limited in its scope (Fagan, 1977, 
p. 37). The APA states that a practicum should begin as "early as 
feasible in the doctoral training program" (APA, 1979a, pp, 17-18). 
The practicum is primarily university based (and university 
supervised), although the APA states that it can take place on- or 
off-campus (APA, 1979a, pp. 17-18. The practicum is viewed as a pre¬ 
requisite to the internship and is designed to prepare the student 
for it (APA, 1979a, p, 16; Fagan, 1977, p, 37). 
The practicum "experience is more limited than either the 
internship or externship with regard to the range of cases, situa¬ 
tions, etc..." (Fagan, 1977, pp. 34-35). 
The major features of the practicum which distinguish it from 
the internship are: 
1. The setting may be an on-campus agency or community agency 
2. Supervision is usually by the university training program 
faculty 
Usually offered for academic credit and on—campus instruc¬ 
tion may be part of the experience 
3. 
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4. Customarily completed prior to or concurrent with the 
internship 
5. Often limited to one semester 
6. More limited in range of cases and situations 
7. Almost exclusive emphasis on training rather than service 
(Fagan, 1977, pp. 34-50). 
Most practica are integrated into training program course 
sequence; they range from three semester hours to 15 semester hours 
and include from 90 to 200 hours of supervised experience (Brown, 
1979, p. 63). The APA requires a minimum of 400 hours; 150 must be 
in direct service experience and 75 in formally scheduled supervision 
(APA, 1979, pp. 17-18). 
Externship 
An externship is defined as an alternate form of an internship. 
It may be defined as an "experience completed on a part-time basis 
over a period of time longer than that of the ordinary full-time 
Internship" (Fagan, 1977, p. 36). In the sense that it is concurrent 
with academic coursework, it is similar to a practicum, but other 
characteristics are more similar to an Internship. Reilly and 
Pryzwanski advocate a model of "Concurrent externship"; a field 
experience specifically oriented to achieving certain objectives of 
their training program in a sequenced fashion. The internship is 
included as a part of this program, l.e., internship requirements are 
met as part of the externship (Reilly & Pryzwanski, 1973). 
20 
Internship 
An internship is defined as a supervised field placement which 
offers an "intensive and diversified experience" (Fagan, 1977, p. 
43). It should be of relatively long duration; this duration varies 
from one semester to two years, although it is generally a minimum of 
one school year. The internship is usually one-half or full time; 
the latter is advocated to approximately on—the—job experience; this 
length of time supposedly is needed to develop the necessary skills 
and knowledge (Brown, 1979; Fagan, 1977; NASP, 1978), and to get a 
"picture of the total operation of the schools and of the school 
experience as felt by children, by teachers and by other school per¬ 
sonnel" (Vane, 1971, p. 12). 
Students should have completed their major academic coursework 
(APA, 1979a, Gross et al., 1969) and a successful practicum before 
the internship (Fagan, 1977). "On campus instruction may be provided 
concurrently with the experience but generally it relates directly to 
the experience" (Fagan, 1977, pp. 35-36). The internship should meet 
broad specific content objectives of the university program (NASP, 
1978). 
In a most comprehensive manual for school psychologists. Gross 
states that "an internship differs from a lab experience and a prac¬ 
ticum in that it follows the trainee's formal classroom learning and 
precedes his assumption of full responsibility as a school psycholo¬ 
gist" (Gross et al., 1969, p. 9). 
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The Internship Is a broader experience for the student than the 
practlcum experience. The student can be exposed to situations and 
to cases that are considered more representative of the functions of 
the practicing school psychologist (Fagan, 1977). The Internship 
experience should provide a "balance of training and service objec¬ 
tives and functions, but is generally viewed as primarily a training 
experience" (Fagan, 1977, pp. 35-36). As a learning experience, "It 
is a place to make mistakes, to respond differently after these are 
clarified and to refine an ever-evolving self-concept under super¬ 
vision" (Blanco, 1970, p. 95). 
The American Psychological Association states that: 
Internships should provide the trainee with the opportunity 
to take substantial responsibility for carrying out major 
professional functions in the context of appropriate super¬ 
visory support, professional role modeling, and awareness of 
administrative structures. The internship Is taken after 
completion of relevant didactic and practlcum work and pre¬ 
cedes the granting of the doctoral degree. (APA, 1979a, p. 
18) 
Further, the APA states that "It (internship) should be an intensive 
and extensive experience related to the graduate program’s training 
objectives, and should further the development of the knowledge, 
skills, and sensitivities" (APA, 1979a, p. 18). 
In a more comprehensive definition. Gross and his colleagues 
state: 
The Internship is regarded to be more than a mere job experi¬ 
ence and more than simply an opportunity for maturation. It 
should involve such specifics as developing 1) responsibility 
and loyalty toward the school; 2) greater skill in communica¬ 
ting psychological findings, both in written and oral form; 
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3) crlClcai Judgmantt 4) a profeHMlunal actltudei )) prufaw- 
alunal akllla through addlttunal pructlca and a varlaty of 
axparlancaa; and 6) Incraaalng raapunaIhl1Ity and Indepand- 
enca In Individual dlagnuala and uthar fund Iona of tha full 
fladgad achoul paychuloglat. (Qruaa at al., 1969, p. lU) 
In addition to tha pravloualy cltad charactarlatlea, Kagan 
atataa that tha Intarnahlp axparlanca la ganarally of farad In public 
achoola and othar aganclaa aarvlclng achool-aga chlldran and that tha 
axparlanca la typically uffarad for acadamlc credit. In addition, 
although tha axparlanca may or may not ba required for degree comple¬ 
tion, certification raqulramanta often apaclfy the need for evidence 
of aucceaaful completion of the experience. 
Hlatory of School Paycholoj[y and of 
School Paychology Training Programa 
The hlatory of achool paychology Internahlp and aupervlalon la 
Interwoven with the hlatory of achool paychology and with tha hlatory 
of achool paychology training programa. Thla hlatory haa had a pro¬ 
found effect upon the current atatua of aupervlaory training. 
Since achool paychology haa been defined aa a profaaalon requir¬ 
ing axpartlae In both the flelda of paychology and of education, the 
hlatory of achool paychology Involvea the hlatory of both flelda. 
The algnlflcant Indlvlduala, the algnlfleant trenda and movementa, 
and the algnlflcant conferencea In both flelda have affected achool 
paychology. For the purpoaaa of thla review of the literature, thoaa 
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psychologists and educators who have had the greatest Impact upon the 
internship and supervision will be cited. 
The "Father of School Psychology" is generally acknowledged to 
be Lightner Witmer. In the late 1890's at the University of Pennsyl¬ 
vania Psychological Clinic, Witmer treated two adolescent cases that 
were referred primarily because of school problems, one with a read¬ 
ing deficiency and one with a spelling deficiency (Ferguson, 1963, p. 
288; Tindall, 1979; Trachtman, 1981), "Witmer discussed the role of 
the psychologist in assisting teachers with programs for students 
with achievement problems" (Tindall, 1979, p. 9). He stated that 
there was a "new profession of psychologist who works in the schools" 
(Ferguson, 1963, p. 288), "the psychological expert, who should find 
his career in connection with the school system" (Bardon & Bennett, 
1974, from Brotemarkle, 1931, p. 346), and that special preparation 
was needed for these individuals. Thus, Witmer should be considered 
as not only the Father of School Psychology but of School Psychology 
Training Programs. Witmer's statement was far ahead of his time 
(although somewhat sexist for our times), "we must look forward to 
the training of men to a new profession which will be exercised more 
particularly in connection with educational problems, but for which 
the training of the psychologist will be a prerequisite" (Ferguson, 
1963, p. 286, from Brotemarkle, 1931). Thus, the goal of Witmer's 
clinic was to "prepare psychologists to help educators solve chil¬ 
dren's learning problems" (Bardon & Bennett, 1974, p. 15). However, 
it was over half a century later, that the first program specifically 
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to prepare school psychologists was established at the University of 
Illinois (Ferguson, 1963, pp. 288-289). 
Although the history of school psychology is replete with out¬ 
standing individuals, such as Lightner Witmer, the development of 
school psychology as a profession was based not upon specific indivi¬ 
duals but upon major events which occurred in the twentieth century. 
There were a number of forces operating—forces which may have been 
simultaneous or may have served as catalysts for each other—forces 
such as the major trends in the field, i.e., the testing movement, 
special education, the mental health movement, the influences of 
learning theory, the emergence of two professional organizations, six 
historic conferences, and the legislative impact of the expanded fed¬ 
eral role in education (Abramowitz, 1981, pp. 121-126; Tindall, 1979, 
p. 7-13). 
Three conferences will be cited. The Thayer Conference in 1954, 
The Peabody Conference in 1963, and the Vail Conference in 1973, 
because of their direct impact on school psychology internships and 
supervision. 
The Thayer Conference, in 1954, was the first conference to 
focus solely on school psychology (Peterson, 1981). This conference, 
organized by Division 16 of the APA had as its purpose to establish 
a definite statement in regard to the roles and the training of 
school psychologists" (Tindall, 1979, p. 14). It reaffirmed the 
scientist-practitioner training model, which had been established in 
1949 at the Boulder Conference, and it recommended two training 
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levels; an entry level which required a two year program with a half- 
year internship and a four year doctoral program, with a one year 
Internship (Cutts, 1955; Tindall, 1979, p. 15; Trachtman, 1981, p. 
140). Concomitant with the above were recommendations that only 
individuals with doctorates could use the title. School Psychologist 
and that others use the title of School Psychological Services Worker 
or Psychological Examiner (Trachtman, 1981, p. 140). This scientist- 
practitioner model of school psychological services was the basis for 
professional education during the 50*s and 60's (APA, 1979a, p. 1). 
"The report of this conference remains, to this date, the seminal 
document on school psychology" (Trachtman, 1981, p. 140). 
Recognition of the need for guidelines for field based experi¬ 
ences culminated in the Peabody Conference in 1963 (Tindall, 1979, p. 
16). The Peabody Conference recommended standards for practice and 
internships. This report indicated that there was a "unanimous opin¬ 
ion among participants that an internship as a part of the training 
of a school psychologist was necessary. There was much less agree¬ 
ment as to the form that internship was to take" (Tindall, 1973, p. 
158). The fact that this conference focused on the issues of intern¬ 
ship gives it special significance, however reports indicate that the 
conference "clarified but left unresolved a number of training 
Issues" (Trachtman, 1981, p. 140, from Gray, 1963). 
The Vail Conference, in 1973, focused on "broad professional 
Issues across professional specialties." It 
endorsed a professional or practitioner training model...as 
an alternative to the existing scientist-professional model. 
26 
the development of multiple training levels...and the right 
of properly trained individuals with master's degrees to be 
called psychologist” and to be admitted to full APA member¬ 
ship. (Trachtman, 1981, p. 140) The term used for the new 
training model was the "practice" or "practitioner model" 
(APA, 1979a, p. 1); this model embodied a basic service 
orientation. 
The history of school psychology training programs is closely 
interwoven with these conferences. 
The first program "specifically to prepare school psychologists 
appears to have been established in 1953 at the University of Illi¬ 
nois” (Ferguson, 1963, p. 9 from Cutts, 1955). 
There is some question regarding this for there is an issue as 
to whether the program had to be designed specifically for school 
psychology, or whether the counseling, education, or psychology 
departments could also train students to become school psychologists. 
For example, Trachtman (1981), in his research found that New York 
University School of Education offered an undergraduate curriculum, 
in 1919, that "included 60 credits of specialization and offered 
graduate study in school psychology leading to an A.M. or Ph.D. 
degree” (p. 139). 
However, "up until the mid-1950s training programs for school 
psychologists had been largely patch quilt affairs (Tindall, 1979, 
p. 15). There were many courses offered but "few real programs 
designed especially for the school psychologist (Ferguson, 1963). It 
was only in the 1950s that "serious attention (was) paid to questions 
of training by either psychologists or educators” (Ferguson, 1963, p. 
287). 
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Ralph Tindall (1979) states that 
In the early training programs there was some emphasis on 
supervision in applied areas, but the experience was usually 
in connection with course work in testing, counseling or 
educational remediation. Seldom was there a true internship 
experience, although the name might have been attached. Too 
frequently, the Internship experience meant facing service 
problems with a little help from a harried school psycholo¬ 
gist who knew little about supervising others. There was 
only occasional contact between university faculty and the 
supervisor in the school. An apprentice-type experience in 
whatever facilities could be found, either close to the uni¬ 
versity or within the university, was often the vehicle for 
internship, whether or not it fitted the needs of the stu¬ 
dent, (p. 16) 
Cutt’s reported that a study conducted prior to the 1954 Thayer 
Conference indicated that only 18 institutions were training school 
psychologists at either doctoral or sub-doctoral levels. By 1959, a 
study conducted by the United States Office of Education listed 91 
institutions "claiming,..to offer preparation in the field of school 
psychology (Ferguson, 1963, p. 289). "The first comprehensive survey 
of training programs was done by Smith (1964-1965)" (Brown, 1979, p. 
56); 79 programs were identified, 37 in departments of psychology and 
30 in schools of education. 
In 1963, Valett made the statement that "Too often the intern¬ 
ship program amounts to assigning the student to a practicing school 
psychologist and assuming that the experience he will receive is 
soundly representative of desirable professional practice (p. 282); 
unfortunately this is true of most placements today. 
In a comprehensive study of supervision of school psychologists 
in 1968-1969, Smith found that "supervision by most school psycholo- 
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gists In the field is inadequate and the intern finds himself revers¬ 
ing roles and educating his supervisor" (p. 18). At that time, 
trainers of school psychologists were graduates of psychology and 
education programs, rather than school psychology programs, and only 
rarely had the trainer actually served as a school psychologist 
(Ferguson, 1963, p. 291). 
The rapid expansion of training programs is indicated by the 
fact that "recent studies (Brown & Llndstrom, 1977) reveal the exist¬ 
ence of at least 203 programs within the United States" (Brown, 1979, 
p. 58). However, there is little uniformity in the programs or in 
the departments in which they are located; the results are programs 
with different emphases and graduates with different skills (Meacham 
& Peckham, 1978). Bardon and Bennett (1974) stated that "Character¬ 
istic of school psychology training programs is their lack of a 
single, identifiable model" and that "This diversity among training 
programs in content, in supervisory experience and in goals inevit¬ 
ably presents problems" (p. 177). The problems which this presents 
for internship supervision should be evident. 
The 1977 data indicates that 40% of the programs were in psy¬ 
chology departments, 48% in schools of education and 11% were inter¬ 
departmental (Brown, 1977; 1979, p. 59). In a content analysis of 
these programs, there was strong emphasis on teacher consultation and 
on a psychoeducational component. "Eighty percent required behavior 
modification training and 89% required subspecialization in counsel¬ 
ing, special education or administration" (Brown, 1979, p. 63). 
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Brovm and Lindstrom further analyzed the type of field experi¬ 
ence required; 98 of the programs required a field experience, be it 
a practicum, internship or externship. "An increase in required 
field experience was observed in comparison to previous studies" 
(Brown, 1979, p, 63) and these authors believe that a new "field- 
oriented" training philosophy is now developing (Brown, 1979, pp. 63- 
64). 
Credentialing 
The credentialing processes in school psychology has had a 
definite impact upon the training and supervision processes. Creden¬ 
tialing refers "to the process of legally sanctioning the practice of 
school psychology" (Brown, 1979, p. 70). The two forms of creden¬ 
tialing are certification and licensure. Certification and licensure 
give the individual the "right" to practice school psychology; there¬ 
fore they have the power to determine one’s eligibility for employ¬ 
ment. \ 
Certification 
Certification is defined as "credentialing processes adminis¬ 
tered by state departments of education" (Brown, 1977, pp. 11-12). 
Certification is usually required for the practice of school psychol¬ 
ogy in the schools (Brown, 1979). Each state has its own require¬ 
ments, although there is a uniformity in the core requirements. 
These are definitely influenced by NASP and APA recommendations and 
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requirements (Abramowitz, 1981, p. 122; APA and NASP Publications; 
School Psychology Review Digest, 1981). 
New York State was the first state to certify school psycholo¬ 
gists. The state department of education, in 1935, issued regula¬ 
tions to "prevent inadequately qualified persons from engaging in 
psychological evaluations" (Trachtman, 1981, p. 139). As of 1977, 49 
states and the District of Columbia certify or approve some form of 
school psychometrist, educational evaluator or school psychologist. 
Of these, 38 require some form of field experience, such as a practi- 
cum, internship or externship, whereas 7 do not specify such experi¬ 
ence. Brown notes, in comparing his data with previous studies, that 
there has been a sharp increase in the number of states requiring 
internship experience (Brown, 1977, p. 15). 
The APA Criteria for accreditation state; 
F. The program must include supervised practicum, intern¬ 
ship, field, or laboratory training appropriate to the 
practice of psychology (APA, 1979a p. 3). 
Further, the APA maintains that: 
The program should contain a minimum of 300 clock hours of 
practicum experience. Practicum facilities should be diverse 
and relevant to program goals. Internship settings must pro¬ 
vide full-time experience that is program relevant. Intern¬ 
ships must be supervised by psychologists who meet the cri¬ 
teria for Providers of Psychological Services and are nor¬ 
mally one year or 2000 clock hours in length. (Brown, 1979, 
p. 67) 
The APA specifies further that; 
Internships should provide the trainee with the opportunity 
to take substantial responsibility for carrying out major 
professional functions in the context of appropriate super¬ 
visory support, professional role modeling, and awareness of 
administrative structures (APA, 1979a, p. 18). 
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NASP requirements are similar in structure to APA requirements, 
but are most specific to the profession of school psychology (Brown, 
1979, p. 68), The NASP requirements state: 
4. Practice and internship experience: the program provides 
planned supervised experiences in accordance with NASP 
standards for Field Placement in School Psychology. This 
experience includes a supervised practicum that is rela¬ 
ted to the required core content areas (Brown, 1979, p. 
68). 
Although the APA and NASP are instrumental in setting the guide¬ 
lines for requirements, the actual certification requirements are set 
forth by the individual states. The problem with state certification 
is that the Internship regulations are usually written from the per¬ 
spective of teacher education, not school psychology education, and 
the regulations seem to be changed without regard to the needs of the 
school psychologists. 
The State of Massachusetts is cited as an example. Prior to 
1976, the certification requirements for school psychologists 
Included a teacher's certificate, which involved a practice teaching 
requirement, but not an internship in school psychology. The 1976 
certification requirements included ”a 60 hour masters" and a "super¬ 
vised Field Experience in School Psychology", this latter involved 
evidence of at least 12 semester hours; a minimum of 6 of these 
"shall be in a K-12 school system under supervision of a practicing 
Certified School Psychologist, in cooperation with a recognized 
college or university program in school psychology"; the remaining 6 
may be "in a school, hospital, clinic, or in a similar type setting 
(Mass. Certification Requirements, 1976, p. 2). 
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The new state regulations, effective September 1, 1982, are com¬ 
petency based School Psychology requirements and include: 
54(a) 2. Completion of a double practicum (600 clock hours) 
judged successful on the basis of the standards. 
Two-thirds of this practicum must be in a school 
setting; 1/3 may be in a clinical setting under 
supervision of a licensed or certified school psy¬ 
chologist. (Mass. Certification Requirements, 1981, 
p. 52) 
This author feels that the use of the terms practicum and internship 
are confusing. In Section 7.01 Definitions: 
7.01 Definitions 
(5) c) Practicum: Supervised practice in the role 
covered by the certificate (p. 1). 
d) Internship: Supervised, less than full-time 
employment in the role covered by the certificate 
sought (p. 1). 
It would seem that what is termed here as a practicum is what is 
defined in the field as an internship, and that the internship, as 
here defined, is a first-year part-time position as a school psychol¬ 
ogist. 
Licensure 
Licensure is defined as the credentialing of psychologists for 
private practice and to be eligible to receive third party payments. 
It is not the purpose of this paper to explore this issue, however it 
is currently being debated because of economic pressures and because 
more school psychologists desire private practices outside the 
schools. NASP and APA have maintained different positions regarding 
licensure; both positions are clearly stated in their respective 
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Standards for Provisions of Psychological Services. APA states that 
only individuals with doctorates should be permitted private prac¬ 
tice; NASP states that sixth year or specialist level school psychol¬ 
ogists should be permitted private practice and had advocated for 
"specialty licensure in school psychology" (Brown, 1979, p. 76). 
Review of Current Internship and Supervision Models 
A review of internship and supervision models in school psychol¬ 
ogy is needed to provide an overview of current training programs and 
the current status of supervision. 
As previously cited, school psychology training programs are 
diverse in nature. The diversity of the training programs is reflec¬ 
ted in the diversity of the Internship models. 
There is no one model of school psychology internship or super¬ 
vision at the present time. The literature indicates that these dif¬ 
ferent models are effective as long as they are integrated with the 
philosophy and goals of the graduate training program. 
The internship models provide the structure for the experience; 
supervision is the process involved. One model of the supervisory 
process may be applied to different internship structures, however 
those structures do have an Impact upon the supervision. 
Regardless of the diversity of the internship models, this 
author maintains that the supervision is the most vital element in 
the internship experience and that feedback remains a vital component 
of that supervision. 
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The present internship models are primarily university based 
(Catterall, 1973; Hyman & Meyers, 1973; Reilly & Pryzwansky, 1973; 
Ryan, Lombardi, Liederman & Zellinger, 1980; Tindall, 1973; Vane, 
1973). Although these models differ in content, departmental affili¬ 
ation, internship placement setting, and timing of the internship 
(i.e., concurrent with academic courses, after completion of academic 
courses or after receipt of the degree), there is an identified uni¬ 
versity affiliation. The university assumes responsibility for the 
internship by providing a faculty member as the university super¬ 
visor. University based supervision is the dominant model in school 
psychology at the present time (Cardon & Kuriloff, 1973; Gross, 1971; 
Gross, et al., 1969, 1971; Hyman & Meyers, 1971; Vane, 1973). 
This university supervisory responsibility is often a shared 
responsibility with the field supervisor. Indeed, the latter is 
often the supervisor who has the primary responsibility for the 
internships as he/she has the day-to-day responsibility for the 
intern. 
Six internship models, with various supervisory processes have 
been selected for review; these are considered representative of the 
broad scope of the internship models. These models are: 
Temple University - Single university based supervisor 
University of Pennsylvania - Three levels of supervision 
Hofstra University - Multi-supervision 
University of South Carolina — University supervisor in a geo¬ 
graphical center 
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State of Ohio “ Collaborative supervision 
Elkin or NIMH - Multi-supervision—non-unlverslty based 
Temple University 
The Temple University model Is described as a "single setting, 
school based Internship which Is directly supervised by faculty from 
the university training program" (Hyman & Meyers, 1973, p. 161). 
A single supervisor, a university faculty member. Is the bulwark 
of the Temple Internship program. The fact that this model Involves 
a single school setting, or one school district, facilitates this 
type of supervisory arrangement. 
A close relationship between the supervisor and supervisee Is an 
Important aspect of this program. The underlying philosophy of this 
single university supervisor. Is that this Individual knows the 
student and knows the goals of the university training program (Hyman 
& Meyers, 1973; Meyers, 1971; Meyers, In press). It should be noted 
that the Temple training program emphasizes a consulting model of 
school psychological services. The relationship between the super¬ 
visor and the Intern Is crucial for the supervisor's understanding of 
the personality variables which affect the Intern's consulting style; 
mutual trust and understanding Is enhanced by this one-to-one rela¬ 
tionship (Hyman & Meyers, 1973, p. 164. 
In addition, a single supervisor offers a consistency of 
approach, and "helps to avoid the difficulties which would occur In 
attempting to coordinate the potentially conflicting efforts of 
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multiple supervisors" (Hyman & Meyers, 1973, p. 162). An example is 
cited of an intern who was "thoroughly confused by the completely 
different approaches to working with a 5 year old voluntary mute, 
which were provided by three different supervisors" (Hyman & Meyers, 
1973, p. 162). 
Advocates of this model of supervision state that the university 
supervisor is in a position to give the intern more time and atten¬ 
tion than an on-site supervisor. They state "a major problem with 
supervision by school personnel is that the supervising staff person, 
if he is competent and talented, is usually in such demand in the 
schools that he is rarely able to provide adequate time for the 
trainee" (Hyman, 1970b, p. 352). This author's experience in the 
field indicates that, unfortunately the preceding statement is true! 
Because of a unique arrangement between the university and the 
cooperating school systems, the supervisor, who is a university 
faculty member, is given a specific course load for the traineeship 
and the school pays the university for the time Involved; therefore, 
the primary responsibility of this Individual is supervision (Hyman, 
1970b, p. 352). Individual supervision is offered for "approximately 
one day per week" (Hyman, 1970a, p. 87) and weekly group meetings are 
held between the interns and the supervisor (Hyman & Meyers, 1973). 
A report by an intern, Stanley J. Halpern, states that Dr. Hyman 
"spent three days a week with four trainees in which one-half day was 
spent with each student and one-half day with the group" (Halpern, 
1970, p. 92). 
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The fact that the supervisor is not an employee of the school 
system creates the opportunity for autonomy in his/her functioning 
within the school (Hyman, 1970, p. 352). Further, the supervisor 
frequently can function as a buffer between the service demands 
placed upon the intern and the training/learning aspect of the 
internship (Hyman, 1970); an example of school pressure placed upon 
the intern is the demand to "complete unreasonably high numbers of 
cases" (Hyman & Meyers, 1973, p. 163). The supervisor can limit the 
case numbers but can also help the intern to develop "his own style 
of resisting pressure" (Hyman & Meyers, 1973, p. 163). (As a practi¬ 
tioner, this is a most valuable learning experience!) 
Consistent with the consultation goals of this program, super¬ 
vision frequently involves encouraging the intern to focus on the 
teacher (consultee-centered) rather than the student (client- 
centered) (Meyers, 1978, p. 30). 
Supervisory material is gathered by non-participatory observa¬ 
tion, audio-tapes, and note-taking. The supervisory skill which 
seems to be emphasized is that of modeling. "Supervisors attempt to 
model the same attitudes of genuineness and respect, while using the 
same listening and confrontation skills which the trainees are 
expected to use" (Meyers, 1978, p. 30). 
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Critique 
The advantages of the single university supervisor have been 
cited in this section, in regard to the-Internship itself. In addi¬ 
tion, it is this author’s opinion that to have a university super¬ 
visor on-site periodically insures that the intern will have appro¬ 
priate on-site experiences. 
The cooperating school also gains in this model because of the 
close working relationship it has with the university supervisor. 
This university contact is able to offer a broader and more theore¬ 
tical perspective of school psychological services. It has been this 
author’s experience that schools often become narrow and rigid in 
their expectations and "set" in their routines. The university 
supervisor can offer an "educated" and updated perspective. 
A disadvantage of this supervision model is that one supervisor, 
whether university or on-site, is too limiting a perspective for the 
intern. In addition, a lack of rapport or a "personality clash" may 
occur and with only one supervisor the intern has little choice! 
Further, the university supervisor may be viewed by the school as an 
"outsider", an "egghead" or considered a threat, thereby limiting the 
working situation of the intern. 
The fact that both the intern and the university supervisor are 
paid by the school system (and there is a question regarding how many 
school systems can or will do this) may cause difficulties in that 
the system may expect to place demands on both. The intern’s view of 
this is reported upon by Stanley J. Halpern, who states that there 
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was a conflict In role definition” between the university, who 
viewed him as a graduate student and the school, who viewed him as a 
paid professional (1970, p. 93). 
University of Pennsylvania 
The University of Pennsylvania model specifies that "Experience 
should be supervised in three ways: through the university, through 
the setting and through the Individual" (Cardon & Kuriloff, 1973, p. 
463). Further, it is explicitly stated that "Good supervisory skills 
are not restricted to holders of the doctorate" (Cardon & Kuriloff, 
1973, p. 463). 
The University of Pennsylvania internship program is based upon 
the philosophy that a school psychology training program must provide 
both theory and practice, and that the definition of a good psycholo¬ 
gist is "one who knows psychology in an academic sense and who under¬ 
stands people and the systems in which they operate in a real, 
vibrant, experiential sense” (Cardon & Kuriloff, 1973, p. 463). This 
program may be described as an experiential program, utilizing levels 
of experience to fulfill the goal. The experiential component of the 
school psychology training program is emphasized; in the initial 
year, the student spends one day per week in the schools; "School 
Psychologists are not selected to supervise the first-year student. 
Instead, supervisors are the most skilled and knowledgeable educators 
assigned to the practicum placement schools” (Cardon & Kuriloff, 
1973, p. 465). 
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Level III, which is approximately the third year of graduate 
study, is termed a school psychology practicum. Field supervisors 
are certified school psychologists; however they are in turn super¬ 
vised by the Psychological Services faculty; the hierarchical nature 
of this arrangement was designed to assist "local psychologists to 
Improve their own professional service as they in turn assist the 
practicum student in his development” (Cardon & Kurlloff, 1973, p. 
466). 
The full time Internship is termed Level Four, The only state¬ 
ment regarding supervision is "internship with doctoral-level super¬ 
vision" (Cardon & Kurlloff, 1973, p. 466). 
This program is based upon an "expressed confidence" in profes¬ 
sional educators and psychologists, as supervisors (Cardon & Kuri- 
loff, 1973, p, 467), "We are finding that a great deal of very good 
supervision can be offered students if the University does not 
attempt to do the entire job" (Cardon & Kurlloff, 1973, p. 467). The 
authors state that the students themselves are "taking increasing 
responsibility for the development of their own criteria for self- 
evaluation; accountability early becomes a part of the student's pro¬ 
fessional concern" (Cardon & Kurlloff, 1973, p. 468). 
The techniques and methods of supervision are not specified. 
Critique 
A major advantage of this program is the variety of supervision 
Involved; supervisors from both the university and the local school 
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system offer a broader perspective of school psychological services. 
The graduate student also has the opportunity to work with different 
on-site supervisors as he/she progresses through the levels of the 
School Psychology graduate program. It has been this author's 
experience that there are definite advantages to having both a uni¬ 
versity and an on-site supervisor. The former can often be more 
objective in dealing with the intern's problems and can offer a more 
theoretical perspective to the issues involved. The on-site super¬ 
visor offers a different perspective, e.g., the realities—politics, 
pressures and (hopefully) rewards—of the practice of school psychol¬ 
ogy. The concept of self-evaluation and supervision introduced in 
this model is an interesting one; it should have been elucidated upon 
further. 
A major problem with this model, as presented, is the lack of 
information regarding supervision, especially at Levels III and IV: 
it is difficult to differentiate Level III, School Psychology Practi- 
cum supervised by a Certified School Psychologist, from the School 
Psychology internship as defined in other models. Level IV, School 
Psychology Internship, merely states "doctoral-level supervision"; 
there are many unanswered questions regarding the "who" and "when" of 
this supervision. 
Hofstra University 
The extended and diversified school psychology internship model 
of Hofstra University is based upon the concept of multi-supervisors. 
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The term "extended" means that the internship covers a two year 
period, beginning in the second year and continuing through the third 
year of graduate study; the student is still taking courses, there¬ 
fore he/she is able to see a direct relationship between learning in 
class and in the field. Diversified means that the intern is placed 
in a variety of settings and provided with a variety of role models. 
A typical internship week would be: two days in schools, one day in 
a mental health center clinic, one-half day in a day care center or 
special school, one and one-half days in the Psychological Evaluation 
Center run by Hofstra University's Psychology Department. (It should 
be noted that this center is primarily involved in behavior ther¬ 
apy.) 
Julia Vane, a major spokesperson for this model, states that 
multi-supervision allows the intern to learn from a number of indivi¬ 
duals who have expertise in different areas. "The extended diversi¬ 
fied internship has the advantage of permitting students to work with 
a number of different supervisors and thus to experience a wide var¬ 
iety of role models and psychological skills" (Vane, 1971a, p. 13). 
The rationale presented is that of specialization; that a single 
supervisor does not have expertise in all areas, just as a psychology 
professor is not expected to be able to teach every course listed in 
the psychology department (Vane, 1971b). 
The multi-supervisory model offers a form of insurance for the 
intern it "sets a limit to the unfortunate experiences some students 
have had with less than outstanding supervisors...and it guards 
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against having the student 'Imprinted* with a particular method of 
service because of being exposed to only<..a single supervisor" 
(Vane, 1971a, p. 13). 
Critique 
It Is this author's opinion that the advantages of this extended 
diversified Internship model have been well stated. Although Julia 
Vane did not cite the difficulties of multi-supervision, especially 
multi-site supervision. In her articles, they are clearly evident. 
There would seem to be little. If any, uniformity In Internship 
experiences; different theoretical orientations, different expecta¬ 
tions and different assigned duties would result In different Intern¬ 
ship experiences. 
The Issue of multi-site supervisors Is criticized by an Intern 
who states "that one almost has to adopt a different role every day" 
and that "It becomes difficult for me to adjust to different super¬ 
visors on different days" (Grzyb, 1970, p. 96). 
David Wlnlkur, an Intern In this Hofstra University program, 
states that, although In theory several supervisors sounds good. In 
practice, things can become complicated for "many students adapt 
their style of report writing or theoretical orientation to accommo¬ 
date the preference of the supervisors" (Wlnlkur, 1971, p. 10). 
It Is this author's opinion that. If Wlnlkur's criticism Is a 
valid one. It describes a sorry state of affairs. Each Intern should 
be allowed to develop his/her unique style of report writing, and of 
44 
functioning, and that, although the supervisor will hopefully have a 
positive influence, the supervisor should not "mold the intern" into 
his/her pattern. 
This author questions whether the amount of time needed to 
establish a working supervisor-supervisee relationship with multi- 
supervisors might not be better spent on learning the functions per¬ 
formed by practicing professionals. 
University of South Carolina 
The University of South Carolina's model of school psychology 
supervision is cited because it is an example of utilizing one's 
resources within a given geographical area. University supervision 
is provided by one faculty member who is based in a "center" (Tin¬ 
dall, 1973, p. 259). These centers are comprised of at least three 
school units each; the university supervisor assumes the role of 
"director of psychological services" and is responsible for approxi¬ 
mately 10 graduate students; these graduate students range from 
beginning students to those with three years in the program; the term 
"contiguous is applied to this program because the beginning student 
starts off with some work in the school (Tindall, 1973). 
University supervision, thus, is spread over a three year 
period, with three to six faculty members alternately supervising. 
Ralph Tindall, a cooperating faculty member, states that this pro¬ 
vides "for not only more breadth but also for increasing depth of 
experience" (Tindall, 1973, p. 261). 
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The Individual university faculty members serve as a "direct 
link between the university and the field" (Bersoff, 1973, p. 155), 
and they gain in the sense that they are in constant touch with 
changing school needs. 
The fact that the student does not get as varied a supervision 
experience as if he/she were assigned to off-campus or on-site super¬ 
visors is cited, however the "closeness and length of supervision" 
(Tindall, 1973, p. 261) more than compensate for it. 
Critique 
This University of South Carolina model is considered by this 
author, to be a viable alternative to the traditional Internship. It 
allows the interns to utilize a larger geographical area for place¬ 
ment, an advantage where there are small school districts or sparse 
school populations, and allows the university supervisor to be 
responsible for larger areas, an advantage where there are limited 
number of practicing school psychologists. The fact that there is 
single supervision, in the sense that there is university super¬ 
vision, is counteracted by the fact that there are different univer¬ 
sity supervisors during the graduate years, so different perspectives 
are presented. However, it is this author's belief that having no 
on-site supervisor is a distinct disadvantage. 
State of Ohio; Collaborative Model 
The most comprehensive model of school psychology internship re¬ 
viewed is the collaborative approach established by the state of Ohio 
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(Gross, 1971; Gross et al., 1969). The term collaborative is used 
because this program involves the combined efforts and close coopera¬ 
tion of the Ohio Department of Education, twelve universities and 
many local school districts. 
This model involves dual supervision, by a university supervisor 
and an on-site supervisor. The university supervision is by a 
faculty member of the school psychology training program sponsoring 
the internship. The university supervision is unusual in that uni¬ 
versity supervision "is considered on a geographic basis with inter¬ 
university reciprocity" (Gross, 1971, p. 215). This means that it is 
possible for a student to be supervised by a faculty member from a 
university other than the one at which the individual is enrolled. 
The Ohio Manual for University Trainers and Field Supervisors, a 
92 page document, states the responsibilities of the on-site super¬ 
visor and the university supervisor; 
There shall be a single on-the-job supervisor directly 
responsible for the scope and evaluation of the intern's 
experiences. Such supervisor will be employed by the 
local system as a school psychologist and shall be an Ohio 
certified school psychologist with at least two years of 
experience as a school psychologist, one of which shall 
have been in the system where the intern is being placed. 
The foregoing does not imply that the intern will not work 
with various persons in the system, but ultimate super¬ 
visory responsibility shall be vested in the school psy¬ 
chologist described above. (Gross et al., 1969, p. 15) 
The role of the university supervisor is less explicit. "It is 
the responsibility of the university supervisor to structure his 
supervision" (Gross et al., 1969, p. 16). It is noted that the uni 
versity supervisor should make periodic supervisory visits, an ade- 
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qimtp miinber", In which to olmarvp tlip Intprn'p work, aikI rllNciiNN 
hls/hpr work with tliP ppproprUtP pprwonp to thp Nchool HyHtPtn amiI 
conduct Any othpr APHPHPinpntH of thp tntprn dppmpd AdvlHahlp. "Thp 
university eupprvlsor's rpsponslhlllty Is Instructlonsl ss well as 
evsluotlve and record keeplna" (Clross et si., lyh'l, p, Ift), 
There Is a faculty ineinber at each university who Is responsible 
for Internship placement, atid Internships must be arranued throuKit 
the university coordinator. This coordinator Is responsible for 
drsftlnn, alon« with the local school administration and the local 
supervlsln« school psyeholoulst, a written outline of experiences 
available for the Intern. "Usually agreements are also made as to 
which portions of the Intern's experiences are the prerogative of the 
field supervisor and which of tlie university svipervlsor" (Gross, 
1*771, p. 21b). This outline nnist be Included with the Intern's 
application document for temporary certification to the state depart¬ 
ment (Gross et al., l'7b*7, p. 20). Thus, tlie power of Certification 
Is an example of cooperative effort to Insure tlist Intents will 
experience activities appropriate tct the training program. 
UroHress conferences are held by the local and university stiper- 
vlsttrs, for the Ohio plan specifies contlmied plannlnK of experiences 
dtirlntj the Internship year. "Generally, the policy shotild be to 
start the Intern on routine asslunments tinder close supervision and 
(tradually Increase the Complexity of his wtirk, tintll by the end of 
the year he Is functioning as a fuI 1-f ledneil psycholoul st" (Gross et 
al., I*711*7, p. 22). 
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It should be noted that doctoral students, who are certified 
School Psychologists help with the field supervision of the interns 
(Gross et al., 1969, p. 42). 
All on-site supervisors are invited to the university for a 
meeting during the first week of the internship. The purpose of the 
meeting is to discuss and clarify the responsibilities of the 
schools, the universities, and the Interns, and to plan schedules and 
encourage close Interaction between field supervisors and university 
personnel. An overall guideline and detailed plan of experiences 
which the Intern needs is given to the field supervisors. These 
include areas of testing, case studies, report writing, conferences, 
community relations, classroom observation, administrative and staff 
meetings and a research project required by the university (Gross et 
al., 1969, p. 45). 
The on-site supervisor receives a monetary stipend ($100 in 
1969) or the right to attend a tuition-waived three hour academic 
course. 
The university supervisors usually meet with the Interns four 
times a month, twice on campus and twice in the field. The field 
visits generally last for the morning or the afternoon; the campus 
seminars are three hours each. These campus seminars are constructed 
so that the university supervisor receives copies of monthly logs, of 
four written reports, research on tests, and case reports. "Through¬ 
out the year, adequately and Inadequately written reports turned in 
are duplicated (blotting out the intern's name) and discussed 
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constructively by the group" (Gross et al., 1969, p. 50). It should 
be noted that there is coordination between the content in these 
seminars and the field supervision. For example, when the seminar 
focuses on psychological testing, the university field supervision 
covers this area (Gross et al., 1969, p. 52). 
The Inter-University Council is the only example found in the 
literature of a coordinated effort by universities to set uniform 
training standards and to provide uniform internship experiences. 
The Inter-University Council provides a forum for university trainers 
to meet to exchange ideas and to discuss common problems, the major¬ 
ity of discussions revolve around the definition of an "internship, 
objectives, supervisory and experiential needs, and the role of the 
university in relation to the field supervisor employed by school 
system" (Gross, 1971, pp. 214-215). Representatives of the 12 par¬ 
ticipating Institutions meet a minimum of two times yearly. It 
should be noted that the Inter-University Council works closely with 
the Ohio School Psychologists Association; joint committees are 
established and members of each executive board are represented on 
the other board (Gross et al., 1969). 
Critique 
This author believes that this Ohio state model seems to be an 
ideal model of supervision because of the cooperation of the various 
institutions within the state, the State Department of Education, 12 
Universities (and the Inter-University Cooperative Council) and the 
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local school systems. This collaborative arrangement serves to unify 
and strengthen the Internship supervision. Dual supervision by the 
university and on-site supervisors offers a breadth of experience, 
albeit there is no information regarding the effectiveness of univer¬ 
sity supervision from other than one's own university. 
Supervisory activities are presented in a comprehensive manner. 
Planning conferences are held with the university and on-site super¬ 
visors and the interns, and close interaction is encouraged between 
field supervisors and university personnel, A detailed guide for 
internship experiences clarifies the behavioral objectives of the 
internship experience. 
The fact that the planners of the Ohio State model recognize and 
clearly state its limitations is unique. They state that there is a 
need to "define more clearly the unique and complimentary roles of 
the university and local supervisors and a need to address the issues 
of frequency of visits by the university supervisor and of self- 
evaluations by the intern as a means of identifying strengths and 
weaknesses in placements" (Gross et al,, 1969, pp, 11-12), Further, 
there is a "need for group-in-service training sessions for local 
supervisors, rather than all working independently and in isolation, 
and a need "to investigate the effectiveness of different techniques 
of supervision" (Gross et al,, 1969, pp, 11-12), 
As previously cited, a major problem with this material is that 
it is from the years 1969 to 1971, and that more recent information 
regarding this model is not available. 
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Elkin or NIMH Model; Non-University Based 
This model, designed by Dr. David Elkin, under the auspices of 
the National Institute of Mental Health (NIMH) is a multi-supervisory 
model of school psychology internship. This model refers to Itself 
as "Professionally-Based Supervision" (Ryan et al., 1980, p. 216). 
There are three types of supervision offered the Intern in this 
model, an on-site supervisor, a NIMH supervisor, and peer group 
supervision. There are unique advantages and responsibilities asso¬ 
ciated with each type of supervision. This model is distinguished 
from university-based models in that supervision is on-site and con¬ 
ducted by several supervisors in the field (Ryan et al., 1980, p. 
217). The term non-university is used because this model is not 
directly affiliated with any university program. 
On-site supervision is provided by "various staff psychologists" 
(Ryan et al., 1980, p. 218) within the school. When an intern is 
assigned to a school, a supervisor is selected to match the intern’s 
strengths and weaknesses; for example an intern with little clinical 
experience is assigned to a supervisor with distinct skills in this 
area (Ryan et al., 1980). The advantages of the on-site supervisor 
is that he/she is familiar with the setting, may participate in work 
being supervised by observation, case conference, etc., should be 
readily available for consultation, and reflects the philosophy and 
style of the job setting (which may differ significantly from the 
university setting). On-site supervision is "more immediate and more 
closely tied to the setting" (Ryan et al., 1980, p. 218). 
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The NIMH supervisor is an Independent professional whose primary 
responsibility is to the Intern, not to the school. This "allows for 
further articulation of role independence from the interests of the 
school system Itself" (Ryan et al., 1980, p. 218). The NIMH super¬ 
visor is in a position to be more objective about the Intern's 
responsibilities and to encourage the intern to participate in pro¬ 
jects, such as in-service training and research, which are often not 
priority items in schools; the supervisor can support and supervise 
these activities, and serve as a liaison with the school to provide 
time for them. In addition, the presence of an NIMH person is said 
to be a source of prestige for the cooperating school (Ryan et al., 
1980, p. 220). 
Peer supervision is offered in two ways; all interns meet 
together as a group with the NIMH supervisor one full day a week "to 
discuss and evaluate their work and personal development" (Ryan et 
al., 1980, p. 218), and interns also meet together as a peer group 
weekly for a minimum of five hours. In both situations, interns 
share and learn from each other, and interns learn to view the super¬ 
visory process from two aspects: What do I get from Supervision and 
What do I bring to Supervision? (Ryan et al., 1980, p. 218). 
Critique 
This author believes that the Elkin or NIMH model offers an 
interesting alternative to university supervision; alternative in 
the sense that the university is not financially responsible for 
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provldlnH n faculty mcMnb«r to duparvtg* lnt«rn«. In th«s« "flnnn- 
claLly troubled" times for unlvursltles, this may bo a practical 
solution for providing supervision. However, In reality, the NIMH 
supervisor a university supervisor; he/she la Just not represant- 
Ing a specific university at the present time. Therefore, to cite 
that a broader or more objective perspective Is being offered by an 
NIMH supervisor than Is offered by a university supervisor la biased 
and misleading. Further, there are no specified requirements for the 
NIMH supervisor; It Is assumed by this author that he/she Is a doc¬ 
toral level, state certified school psychologist, who has had a mini¬ 
mum of two years experience as a practicing school psychologist. 
The Issue of on-slte supervision Is not adequately addressed In 
the article. It Is cited that Interns are supervised by "various 
staff psychologists In the school setting" (Ryan et al., 1980, p. 
218), but the amount, frequency, and content of on-slte supervision 
Is not described. Indeed, the Interns themselves state that "In 
evaluating our supervision wo find that It varies not only from 
supervisor to supervisor but also from psychology staff to psychology 
staff" (Ryan ot al., 1980, p. 219). 
The concept of peer group supervision Is viewed In a most posi¬ 
tive nuinnor by this author. In her first your us a school psycholo¬ 
gist, weekly sessions wore held at which colleagiies presented cases 
and shared problems and recommcMidatlons. It was a most valuable 
learning experience, not Just In the content of the case presenta¬ 
tions, hut also In the concepts of openness and willingness to share 
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knowledge, or a lack of knowledge; it served as on-the-job training 
for case conferences. This author consults frequently (and is con¬ 
sulted with frequently) with colleagues regarding cases as a result 
of this peer supervision type experience. It is also strongly 
believed that a sort of ’’self-supervision” results from these ses¬ 
sions, which this author believes should be a goal of all school psy¬ 
chologists. 
Issues Relating to the School Psychology Supervisor 
This section will focus upon the important issues relating to 
the school psychology supervisor. These issues have implications for 
the proposed training program. These issues are the supervisor's 
skills and abilities, personal characteristics, approaches to super¬ 
vision, and relationships with supervisees. 
Skills and Abilities 
The multi-faceted skills and abilities needed in supervision 
were summarized in an American Psychological Association Workshop 
(Jackson & Bernauer, 1977). They include: 
1. Skill in professional consultation and guidance of others. 
2. Ability to: 
a. inspire confidence and respect 
b. inspire personal growth in others 
c. manage technical details in perspective to major role 
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d. evaluate competence broadly in relation to scope of psy¬ 
chologist's role 
e. be a troubleshooter 
f. interpret program and procedure 
g. accept, and work through, the formal procedures of due 
process. 
3. Demonstrated breadth and depth of knowledge in the field. 
4. Practical experience in the work to be supervised (Jackson & 
Bernauer, 1977, p. 25). 
As this above indicates, professional competence is vital. However, 
professional competence is only one component of effective super¬ 
vision. 
A review of the literature in the area of skills and abilities 
required in supervision Indicates conflicting information regarding 
which factors are considered the most significant, be they the per¬ 
sonal characteristics, approaches to supervision, self-concepts, 
supervisory relationships or communication techniques. Communication 
techniques include verbal and nonverbal feedback. 
Personal Characteristics 
The personal characteristics of the supervisors are explored in 
depth in a comprehensive article by Julian Ford, entitled "Research 
on Training Counselors and Clinicians” in the Winter, 1979 issue of 
the Review of Educational Research. 
Substantial evidence Indicates that supervisors who are 
actively empathlc, genuine, warm, flexible, and non— 
restrictive are more effective than trainers who are criti¬ 
cal, impersonal, rigid, and/or vague. Supervisees show a 
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significantly greater preference for the former supervisory 
style (Balsam & Gaber, 1970; Barnett, 1973; Rosenblatt & 
Mayer, 1975), and evidence significantly greater improvements 
in psychotherapy skills and knowledge with the former (versus 
the latter) supervisory approach (Austin & Alterkruse, 1972; 
Blane, 1968; Davidson & Emmer, 1966; Demos & Quwayllff, 1963; 
Hansen & Barker, 1964; Pierce, Carkhuff & Berenson, 1967; 
Pierce & Schauble, 1970, 1971). 
Trainers with more favorable self-concepts tend to induce 
greater positive change in their trainees' self-concepts. 
(Abramowltz, Weitz & Ames, 1974) 
Matazarro (1978) in a comprehensive review of research on the 
teaching and learning of psychotherapeutic skills states that the: 
Supervisor-student relationship and supervisor modeling of 
empathy, warmth, respect, and the like, are important, and 
that supervisor modeling of low relationship skills is dele¬ 
terious to student learning, (p. 95) 
In summary, the professional skills and abilities and the per¬ 
sonal characteristics combine to produce a competent school psychol¬ 
ogy supervisor. 
Approaches to Supervision 
There are a number of approaches currently being used in super¬ 
vision, however "little is known about which supervisory activities 
best promote certain goals, particularly in view of the ambiguity in 
definitions and training objectives" (Bernstein & Lecomte, 1976, p. 
28). Considerable disagreement among supervisors has been found 
regarding what their role should be. "The only area of agreement... 
is the consensus that the supervisory process is a learning experi¬ 
ence in which principles of learning apply" (Bernstein & Lecomte, 
1976, p. 29; from Hosford, 1969, p. 26). 
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In their comprehensive review of the literature on counselor 
training and supervision, Brammer and Wassmer (1977) identified three 
basic approaches to supervision: "Supervisor as therapist orienta¬ 
tion", "Performance skills orientation", and "Body of knowledge" 
model. 
The Supervisor as therapist orientation would be the approach of 
Rogers, and of Ekstein and Wallerstein whereas the supervisor focuses 
on the personal and emotional life of the students (Bernstein & 
Lecomte, 1976; Brammer & Wassmer, 1977), This area could also 
Include the supervisor serving as a "co-therapist" with the super¬ 
visee (Ford, 1979). 
Performance skills orientation is the approach where the super¬ 
visor is a trainer, shaping specific counseling behaviors, such as 
eye contact, hand movements, etc. (Bernier, 1980). This behaviorally 
oriented model has the supervisor assuming the role of an objective 
skills trainer (Ford, 1979). This would seem to be the model which 
has been used so successfully by Allen Ivey and his colleagues in the 
microcounseling skills approach to teaching basic interviewing and 
counseling skills (Ivey, 1972, 1975, 1980, 1981). 
The Body of knowledge model is the approach where the supervisor 
emphasizes the conceptual or theoretical evaluation of the client. 
The supervisor serves as "expert instructors in a particular theore¬ 
tical framework for understanding and diagnosing client complaints" 
(Bernier, 1980, p. 15). This would seem to be the approach which 
others label as the supervisor serving as a teacher. The teacher- 
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student relationship results In a "learning process resulting in 
correction, direction and information" (Bernstein & Lecomte, 1976, 
pp. 28-29). 
There is some evidence to support the fact that supervision 
should be considered a consultation role, in the sense that the 
supervisor "guides, evaluates, reviews and directs" (Alpert, Silver- 
stein & Haynes, 1980, p. 244). Supervision is viewed as a helping 
role, rather than a hierarchical one, which these authors believe 
that the traditional term, supervision, implies. 
The approach to supervision which this author takes is that the 
supervisor is basically an educator and that supervision is a 
teaching/learning process. The supervisor as an educator focuses on 
drawing out the students, confirming their knowledge, and providing 
theoretical background for the subject matter (Wideman, 1982). The 
supervisor also teaches as an educator, and "focuses on some know¬ 
ledge or expertise that he or she wishes to transmit" (Bernard, 1979, 
p. 64) to the supervisee and does transmit it. Alessi, Leys, and 
Lascurettes-Alessi, state that "Field supervision consists of good 
teaching" (1981, p. 466). 
The supervisor, whose primary role is that of an educator may 
also incorporate the previously cited approaches in his/her modus 
operendi at the appropriate times, i.e., therapist, performance 
skills, body of knowledge, and consultation. 
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Relationship Between Supervisor and Supervisee 
Regardless of the approach utilized, the relationship between 
the supervisor and the supervisee Is considered by many to be an 
Important aspect of supervision. "Arbuckle (1963, 1965), Boy and 
Pine (1966, Levy (1968) and Patterson (1964b, 1967) have stressed the 
counselor-supervisor relationship" (Bernstein & Lecomte, 1976, p, 
28). 
Relationship Is viewed as a major factor In the supervisory 
situation by this author. The relationship between the supervisor 
and the supervisee provides the context In which the feedback Is 
given—and Is received. The nature and quality of the relationship 
has a direct Impact upon how the feedback Is processed by the 
trainee; this In turn has direct Impact upon the nature of the feed¬ 
back given by the supervisor. 
Porter and Mill (1976) cite that one of the primary conditions 
for giving and/or receiving feedback Is that a relationship of mutual 
trust exists (p. 19). 
The relationship between the supervisor and the supervisee Is 
also considered a major factor In goal setting and contractual 
arrangements of the Internship (Llttrell, Lee-Borden & Lorenz, 
1979). 
Feedback 
As previously stated, a comprehensive review of the literature 
In feedback In school psychology supervision did not yield one 
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article that was specific to this topic. Therefore, this section 
will review the relevant literature from the fields of supervision in 
counselor education, social work, and business management. This sec¬ 
tion is divided into three parts, the importance of feedback in 
supervision, definitions of feedback, and some criteria for giving 
useful feedback. 
Importance of Feedback in Supervision 
It is this author's belief that all the issues previously cited 
as being important in supervision are dependent, in large part, upon 
the supervisor's skills in communicating with the supervisee. 
"Effective communication exists when a message is received as it is 
intended" (Mill, 1976b, p. 31). 
Communication is defined as "a person sending a message to 
another individual with the conscious intent of evoking a response. 
Thus, there is a sender, a receiver, and a message which may be 
verbal, nonverbal, or behavioral" (Mill, 1976b, p. 31). Feedback has 
been identified as an important component in the communication pro¬ 
cess. 
Feedback is especially important in supervision for, regardless 
of the skills, knowledge, and expertise of the supervisors, the 
supervisors' ability to provide feedback to their supervisees about 
their internship performance determines the quality of the super¬ 
vision. "The supervisor teaches and the supervisee learns through 
feedback" states Alfred Kadushin (1976, p. 175). 
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Curtis and Yager (1981) state that: 
The primary goal of the supervision is to develop in super¬ 
visees the skills to seek out and accept constructive feed¬ 
back (external input) regarding their actions and to incor¬ 
porate that information in improving the quality of interac¬ 
tion with the environment (performance), (p. 433) 
The importance of communication in supervision is emphasized by 
Miltz and Kanus who state that "research indicates that the super¬ 
visor spends over 70 percent of his/her time either talking or 
listening" (1975, p. 343) 
Definitions of Feedback 
As stated in Chapter I, the definition of feedback which will be 
utilized in this proposed training program is that of communication 
between a supervisor and a supervisee which provides the supervisee 
with information about some aspect of his/her apparent attitudes 
and/or behaviors and their potential effects. This communication 
involves both verbal and nonverbal behaviors. 
There are many definitions of feedback. Several will be cited 
to reflect the fact that each is somewhat different, reflecting the 
discipline that it represents. None is specific to school psychol¬ 
ogy. 
However, the same general "conditions" govern the giving of the 
feedback in supervision whatever model is used. These conditions are 
that a climate of mutual trust and mutual respect should exist and 
that there be the "exercise of care and judgment in a genuine effort 
to understand what the person is trying to do on his own terms" 
(Wideman, 1971, p. 308). 
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Cyril R, Mill, who may be considered a spokesperson for the 
human relations training field defines feedback as a "way of helping 
another person to consider changing his behavior. It is communica¬ 
tion to a person which gives him information about some aspect of his 
behavior and its effect on you" (Mill, 1976a, p. 19). There are 
times in supervision when one should change one's behavior, not con¬ 
sider doing so. 
In addition, human relations feedback "focuses on the feelings 
generated in the person who has experienced the behavior and who is 
offering the feedback" (Mill, 1976a, p. 18). Feedback in supervision 
should consider the feelings generated in the individual who has 
experienced the behavior, however, this may not necessarily be the 
individual who is offering the feedback. For example, the supervisor 
may be giving feedback regarding an assessment session, where the 
supervisee's lack of practice is placing the puzzles created anxiety 
within the student being evaluated. The student is not offering the 
feedback at this time, the supervisor who observed the session is. 
Feedback in counseling and therapeutic situations places empha¬ 
sis upon the non-judgmental aspects of communication. Feedback pro¬ 
vides the clients with "clear data on their performance, how you as a 
counselor may see them and react to them, and/or how others may view 
them. Feedback is centrally concerned with the following: 
To see ourselves as others see us 
To hear how others hear us. 
And to be touched as we touch others... 
These are the goals of effective feedback. 
(Ivey, 1981, in press, p. 160) 
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Feedback in supervision will have to be evaluative and judgmental, at 
times, but should be offered in the most sensitive and non~ 
threatening manner. 
A definition of feedback which is applicable to supervisory 
feedback is that of trainer feedback. Although this definition is 
limited, because it focuses only on observable behavior, and empha¬ 
sizes mastery performance criteria, it does offer a meaningful defin¬ 
ition of feedback in supervision. "Trainer feedback reports observ¬ 
able behaviors, describes how the trainee's performance deviated from 
or matches mastery performance criteria, and provides suggestions for 
improved skill Implementation" (Turock, 1980, p. 216). 
A trainer's role involves helping trainees change their 
behavior in a specific direction (i.e., the goals of train¬ 
ing), so feedback is a valuable tool for guiding trainees 
toward more proficient use of interpersonal skills. In deli¬ 
vering feedback, the trainer provides descriptive information 
that addresses the degree to which a trainee's behavior 
matches or departs from a set of mastery performance cri¬ 
teria. The feedback evaluates a trainee's performance in 
comparison with publicized criteria with the intent of main¬ 
taining, increasing, decreasing or altering the behavior. 
(Turock, 1980, p. 216) 
Performance feedback, whether its source is "self-generated" or 
expert, has been proven an effective procedure for skills training in 
counselor education (Robinson, Kurpius, and Froehle, 1979). It is 
believed that it can also be an effective procedure for school psy¬ 
chology education. 
The organizational development definition of feedback is repre¬ 
sented by Edgar Huse when he states that feedback is the knowledge of 
the results. Feedback is "information regarding the actual perform- 
ance or the results of the activities of a system" (Huse, 1980, p. 
50). He further states that "Feedback or knowledge of results, is 
essential for improving job performance" (1980, p. 307). 
Nonverbal Feedback 
"According to some researchers, 65-95 percent of all communica¬ 
tion between individuals is nonverbal communication" (Wilbur & 
Wilbur, 1980, p. 204). Nonverbal communication involves behavior 
such as eye contact, body language (posture, hand and arm and leg 
movements), and physical space. 
The importance of supervisors being aware of nonverbal communi¬ 
cation is well documented in the counselor education literature 
(Delaney, 1969; Ivey, 1981; Porter, 1976; Wilbur & Wilbur, 1979, 
1980). 
Criteria for Giving Feedback 
There are certain criteria for giving feedback which have been 
Identified in the literature as extremely important in supervision. 
These criteria have an impact upon the effectiveness of the feedback. 
Immediate feedback has been consistently shown to be more effec¬ 
tive than delayed feedback (Anderson, n.d,; Doyle, Foreman & Wales, 
1977; Graves & Graves, 1973-1974; Huse, 1980; Mill, 1976a; Reddy, 
1969a). Reddy's study indicated that immediate feedback regarding 
performance in being empathetic rather than delayed, was more effec 
tive (1969a). However, it should be noted that in Reddy's study. 
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both immediate and delayed feedback groups made more significant 
gains in "accurate empathy" than did the control group, which 
received no feedback. Thus, although immediate feedback is most 
desirable, delayed feedback is more effective than no feedback at 
all. 
Feedback should be as concrete and specific as possible; give 
specific examples, not generalizations. Specific feedback has been 
proven to be more effective than general feedback (Anderson, n.d.; 
Ivey, 1981; Litterer, 1981; Kearney, 1977; Mill, 1976a). 
Several studies have demonstrated that supervision is more 
effective if the supervisor focuses on providing discriminative feed¬ 
back, instructions, and modeling as well as on conveying a facilita- 
tive supervisory relationship (Payne & Gralinski, 1968; Payne, Weiss 
& Kapp, 1972; Payne, Winter & Bell, 1972). 
Feedback should focus upon something—behavior, attitudes, 
appear-ance—that the individual can do something about (Anderson, 
n.d.; Ivey, 1981; Mill, 1976a). Frustration and anger increase when 
the person is given feedback about something that the individual can¬ 
not change. 
Feedback should be as descriptive as possible, rather than eval¬ 
uative (Anderson, n.d.; Ivey, 1981; Mill, 1976a). Anderson states 
that: 
In sending negative feedback to another person, he will also 
be more likely to receive it in an accepting frame of mind if 
I am descriptive rather than evaluative in what I say to him 
that is if I simply describe what happened as I saw it in a 
particular situation and tell him of the effect it had on me. 
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as opposed to evaluating In more general terms the goodness 
or badness, rightness or wrongness, of what he did. (n.d.. 
P. 342) 
There should be an awareness of the effect of the feedback upon 
the recipient. Individuals can "receive" the feedback only if they 
are open and non-defensive about it. Awareness of the common reac¬ 
tions of pain and resistance and awareness of how to generate the 
goal of all feedback, i.e., growth, are Important in the supervisory 
process (Kadushin, 1976; Mill, 1976a, Munson, 1979; Turock, 1980). 
The sequencing of the feedback has only been touched upon in the 
literature. It would seem that there is a difference in the quality 
and quantity of the feedback depending upon the sequencing of it in 
the supervisory relationship. Anderson addresses the issue in that 
"I ought to ask myself ’whether now' is a good time to do it—whether 
he ’appears’ to be in a condition of readiness to receive information 
of this kind" (Anderson, n.d., p. 342). 
Wax states that supervision should be planned sequentially with 
"individualized but defined educational goals tied to defined stages 
or steps" (1979, p. ). 
Regarding the frequency of the feedback sessions, Huse states 
that the more frequent the feedback sessions the greater the employ¬ 
ees "satisfaction, goal accomplishment and relationship with the 
supervisor (1980, p. 305). 
The final criteria for useful feedback is that the feedback 
should be checked to insure clear communication (Ivey, 1981; Mill, 
1976a, Turock, 1980). It is important that both the giver and the 
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receiver "understand" the message that the feedback Is Intended to 
convey. 
Summary 
The review of the literature Indicates that school psychology 
Internship supervision has been affected by the historical develop¬ 
ment of school psychology as a profession and of school psychology 
training programs, as well as the credentiallng*process In school 
psychology. 
A review of current internship and supervision models was cited 
to Indicate the diversity of the present programs and the Importance 
of the supervisory process in all models. Indeed, the internship 
model provides the structure, supervision is the process. The super¬ 
visory process determines the quality of the Internship experience. 
Issues in the literature relevant to the school psychology 
supervisor Included the skills and abilities of the supervisor, per¬ 
sonal characteristics of the supervisor and the supervisee and the 
relationship with the supervisee. 
A review of the literature In feedback In supervision focused 
upon the importance of feedback in supervision, definitions of feed¬ 
back, and criteria for giving feedback. There was nothing that this 
author was able to locate in the literature review dealing specific¬ 
ally with feedback In school psychology supervision or with feedback 
In a school psychology supervisory training program. 
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The next chapter, Chapter III, will set forth the methodology 
and content of the systematic training program for giving feedback in 
school psychology supervision. 
CHAPTER III 
METHODOLOGY 
The purpose of this dissertation project is to develop and eval¬ 
uate a systematic training program for giving feedback in school 
psychology supervision. A program was developed and formatively 
evaluated with an appropriate group of school psychology supervisors, 
interns, and graduate students. 
The population for whom this program was intended, school psych¬ 
ology supervisors, is defined as the individuals responsible for the 
supervision of the internship experience. This definition includes 
both university and field supervisors. 
Thus, this program is designed for supervisors. However, super¬ 
visees or interns may also attend. It is possible for an intern to 
learn these feedback skills and to "teach" these skills to a super¬ 
visor (who has not had this training); this "teaching" can occur in 
the supervisory session through the intern's use of the specific 
skills. As a matter of fact, it would be quite effective if super¬ 
visors and their supervisees could attend this program together. 
In summary, this systematic training program is intended for 
school psychology supervisors, present or future ones, whether they 
be university supervisors or field supervisors. 
This program consists of didactic and experiential curriculum 
materials presented in oral and written form. Lecturettes, video¬ 
tapes, workbooks (including written exercises), charts and group 
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exercises are utilized to implement the program. A facilitator's 
manual is an integral part of the material, with appropriate read¬ 
ings, exercises and bibliographies. 
This chapter will describe the underlying assumptions and the 
theoretical framework of the program, the development of the program, 
the content of the program, and the procedures by which the program 
was implemented and formatively evaluated. 
Assumptions 
In order for a training program, or a curriculum, to be effec¬ 
tive, the basic assumptions underlying that program should be clearly 
established. This author's personal assumptions regarding human 
nature and regarding the supervisory process have guided the develop¬ 
ment of this program. 
Assumptions About Human Nature 
The author's personal philosophy about human nature has provided 
the basis for the following assumptions regarding the participants: 
A deep respect for their basic dignity as human beings 
A deep respect for their knowledge and expertise as school 
psychology supervisors 
A belief that they are motivated to learn and to improve 
their knowledge and skills 
A belief that they are open to sharing their experiences. 
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Assumptions About the Supervisory Process 
This training program utilizes the concept of "reflexive coher~ 
ence" as a frame of reference, to reflect the author's personal 
assumptions. The term "reflexive coherence" was used by John Wldeman 
(1971) In regard to counselor education programs; It Is equally 
applicable to school psychology education programs. 
The term 'reflexive coherence' Is used to denote the extent 
to which a counselor education program Itself expresses the 
educator's own stated convictions about the nature of man and 
how he learns. (1971, p. Ill) 
For example, the "reflexlvely coherent" school psychology supervisor 
listens to the Intern and appreciates what he/she Is trying to do In 
the same manner as the school psychologist listens to a client and 
appreciates what he/she Is trying to do. This program "listens to" 
and "appreciates" the participants. 
It should be noted that Wldeman states that the "data available 
Indicates the reflexlvely coherent programs multiply and deepen 
learning, while reflexlvely Incoherent programs tend to be least 
effective, even damaging, because of bullt-ln self-contradictions and 
mixed messages" (1971, p. 111). 
The basic assumptions about the supervisory process upon which 
this program Is based are that: 
The effective supervisor uses good communication skills 
Feedback Is an Important component of supervision 
The skills and techniques of feedback In supervision can be 
taught—and can be learned 
Supervisors who have been trained In the skills of giving feed¬ 
back will be more effective supervisors 
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More effective supervisors enjoy their supervisory activities 
more 
More effective supervisors facilitate the development of more 
competent interns 
Development of the Program 
The development of this training program reflects the philo¬ 
sophical assumptions underlying the program. The prospective parti¬ 
cipants were involved in establishing the need for, and the direction 
of, the training program, prior to the development of a formal pro¬ 
gram, Four major steps were involved. 
This author worked collaboratively with Dr. Ena Nuttall, at the 
University of Massachusetts, as the university supervisor for the 
academic year, 1980-1981. This role of the university supervisor, 
provided the opportunity to broaden the scope of her previous experi¬ 
ences as a field supervisor. The on-site visits and the conferences 
with supervisors and interns confirmed her assumptions that, although 
some excellent supervisory experiences were occurring, there was a 
need for more sharing of these experiences, and for more formal 
supervisory training. 
At the conclusion of that academic year, a meeting was held on 
the campus of the University of Massachusetts, for the interns and 
their field supervisors. A written questionnaire (see Appendix A), 
administered to the supervisors, all of whom were Certified School 
Psychologists, indicated that they desired training in supervision. 
73 
In response to these expressed needs, a workshop on Supervision 
was offered at the same site in October, 1981. This workshop was 
designed with two objectives: to enable the participants to share 
their supervisory experiences—and to explore further needs in this 
area. Data from the workshop indicated that both the field super¬ 
visors and the interns were cognizant of the importance of feedback 
in supervision and indicated an interest in learning more about the 
"feedback phenomenon". 
In May 1982, some preliminary components of the training program 
were presented to the field supervisors and their interns at the end- 
of-the year session. "Feedback" on these components was solicited 
and exploration of specific needs in these areas was made via a 
written questionnaire and personal contact. Further, critical inci¬ 
dents of feedback in the supervisory experience were requested by 
means of a confidential written questionnaire (see Appendix A). The 
participants indicated a high level of interest in this type of 
training program. 
Thus, the data collected, as a result of these workshops, func¬ 
tioned as a needs assessment and as a source of case materials in the 
development of the training program. 
Theoretical Framework 
The theoretical framework underlying this proposed project is an 
eclectic one. It is eclectic in the sense that it utilizes the con 
cepts of the importance of the relationship in supervision (Arbuckle, 
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1965; Rogers, 1951) as well as the importance of skills training 
(Carkhuff, 1969; Ivey, 1972, 1975, 1981 in press). It combines many 
of the elements of systems theory, especially the interaction compo¬ 
nents, with human relations. 
It is this author's belief that a single theoretical approach to 
developing a systematic training program for giving feedback in sup¬ 
ervision is too limiting, and that an eclectic approach is most 
effective for this program. 
Further, the role of the supervisor is viewed in an eclectic 
manner. There are three basic approaches to supervision, according 
to Brammer and Wassmer (1977), who conducted a comprehensive review 
of the literature in that area. They are the "Supervisor as Thera¬ 
pist Orientation", "Performance Skills Orientation" and "Body of 
Knowledge Orientation". As stated in Chapter II, this dissertation 
views the roles of the supervisor as primarily that of an educator, 
and supervision as a teaching-learning process. The supervisor as an 
educator enables the students to learn in an optimal manner, for the 
educator is able to utilize any of the previously cited roles as 
needed, although the focus is upon the educational aspects. 
Program Content 
The content of this systematic training program focuses upon the 
principles of giving feedback in school psychology supervision. 
This program is based upon an interactive model for giving feed 
back in supervision. It is the premise of this author that feedback 
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cannot be given in a vacuum. It is given in the context of the 
relationship which has been established between the supervisor and 
the supervisee and it is given within the structural arrangements of 
supervision. All three factors are interactive; i.e., each has an 
impact upon the other and each, in turn, is impacted upon, by the 
other. Further, there is the factor of awareness of how the feedback 
is received by the supervisee. 
The paradigm presented is: 
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Therefore, the four units of this model are Relationship, Structural 
Arrangements, Feedback, and Reactions to Feedback. The basic content 
of each unit will be described in the following section; a detailed 
description of the theory, content, and skills of each unit is pre¬ 
sented in Appendix C, the manual for this training program. 
Establishing a Relationship 
The relationship between the supervisor and the supervisee pro¬ 
vides the context in which the feedback is given, and is received. 
The nature and quality of the relationship has a direct impact upon 
how the feedback is processed by the supervisee; this in turn, has a 
direct impact upon the nature of the feedback given by the super¬ 
visor. Therefore, the nature of the relationship is cyclical and 
interactive. 
Factors influencing the relationship are the personal and pro¬ 
fessional qualities of the supervisor and the supervisee and the 
teaching and learning styles of the supervisor and the supervisee. 
The relationship itself is established via the communication 
skills of the supervisor and the supervisee. These basic verbal and 
nonverbal skills, including basic listening skills, are emphasized in 
this unit. 
The goals and objectives of this unit are: 
Goals: 
To understand the importance of a positive relationship between 
supervisor and supervisee and how to establish this relationship. 
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Objectives; 
1. To learn the importance of the relationship in supervision 
2. To identify different factors which contribute to a positive 
relationship 
3. To learn how to convey information which is important in a 
positive relationship 
4. To practice some techniques, verbal and nonverbal, which are 
Important in establishing and maintaining a positive relationship. 
Establishing Structural Arrangements 
The most positive relationship may have been established between 
the supervisor and the supervisee, but unless some structural arrange— 
ments are made, feedback may never be given. 
The structural arrangements in which feedback occurs involve two 
major components. The first Involves the goals and objectives of the 
supervisory experience. The second involves the procedures of super¬ 
vision. 
The goals and objectives of the supervisory experience should be 
mutually established, in order that the Internship expectations are 
clearly understood. These provide the guidelines for the feedback. 
There are both Immediate and long term goals and objectives. These 
goals and objectives are determined by the intern's needs, as defined 
by state and university requirements, and personal experience, and by 
the supervisor’s needs, as defined by the site demands. The major 
roles and functions of the school psychologist, as defined in the s 
literature, are also factors. 
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The second component of structural arrangements Involves the 
procedures of the supervisory situation. These procedures are influ¬ 
enced by the "culture of the school". Therefore, part one of this 
section discusses the school as a microcosm of the larger society as 
well as the school as a unique entity (the "politics" of that partic¬ 
ular school). 
Part two of this section focuses upon the actual procedures of 
supervision. These include regularly scheduled meeting times and 
places, orientation to the school, work logistics, and establishing 
the techniques of supervision. 
The ethical and legal factors of supervision are determinants in 
the procedures and are included in this section. 
The goals and objectives of this unit are: 
Goals I 
To understand the importance of structural arrangements in 
supervision and how to establish them. 
Objectives: 
1. To define structural arrangements in supervision 
2. To learn the importance of structural arrangements for feed¬ 
back in supervision 
3, To identify important components of structural arrangements 
4, To learn methods of establishing structural arrangements in 
supervision 
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5, To practice techniques which help to establish structural 
arrangements. 
Giving Feedback In School Psychology Supervision 
This unit focuses upon the feedback phenomenon In school psy¬ 
chology supervision. 
Feedback must be given In the context of the relationship and of 
the structural arrangements, according to this Interactive model, and 
feedback should be specific to the mutually established goals and 
objectives of the Internship. 
The Introductory part of this unit focuses upon the Importance 
of feedback In supervision, as evidenced In the professional experi¬ 
ences of the participants and of the author and as written about In 
the literature. 
The second segment establishes a definition of feedback to be 
used In this model; this definition encompasses factors from defini¬ 
tions In other fields, such as counseling, business, and human rela¬ 
tions training, but Is different, just as the field of school psy¬ 
chology encompasses many factors from these fields, but Is different. 
The definition of feedback which Is utilized for this model Is: 
Communication between a supervisor and a supervisee which 
provides the supervisee with Information about some aspect of 
his/her apparent attitudes and/or behaviors and their poten¬ 
tial effects. This communication Involves both verbal and 
nonverbal behaviors. 
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The goal of feedback in a supervisory relationship is to confirm and 
to improve the professional performance of the supervisee. The ulti¬ 
mate goal is to help the Intern become a more competent school psy¬ 
chologist! 
The next segment covers the actual giving of the feedback. 
There are five "necessary first steps": 
1. Develop your own unique style 
2. Feel comfortable with the feedback 
3. Think through the agenda 
What do you plan to accomplish in this session? 
Whose needs is the feedback serving? 
4. Be honest 
5. Be as aware as possible of contextural issues which can 
impact upon the feedback, such as age, sex, race, socio¬ 
economic status, educational background, etc. 
Further, there are issues in feedback, other than how to give 
it, which are cited. These are: 
1. What you call it (Feedback, performance appraisal or 
review) 
2. Oral and written feedback 
3. Individual and/or group feedback 
4. Frequency of feedback sessions 
5. Positive or negative feedback 
The major segment of this unit focuses upon the nine criteria 
for giving feedback which this author has identified as being essen¬ 
tial. These are that effective feedback is: 
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1. Immediate rather than delayed 
2. Descriptive 
3. Behavlorally focused 
4. Concrete and specific 
5. Something that the Individual can do something about 
6. Evaluative in a non-threatening manner 
7. Owned by the sender 
8. Sequenced properly 
9. Checked to Insure clear communication. 
These criteria were discussed in relationship to the professional 
experiences of the participants and of the author, and of the 
research in the literature. The participants were provided with 
exercises to practice the nine criteria for giving effective feed¬ 
back. 
The goals and objectives of this unit are: 
Goal: 
To be able to give effective feedback in school psychology 
supervlsion. 
Objectives: 
1. To reexamine the importance of feedback in supervision 
2. To define feedback in the supervisory relationship 
3. To learn the necessary first steps before giving feedback 
4. To identify criteria for giving effective feedback 
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5. To learn to use these criteria for giving effective feed¬ 
back < 
6. To practice these techniques for giving effective feedback. 
Reacting To Feedback 
How feedback is received interacts with the other variables of 
the model. The relationship, the structural arrangements in which 
the feedback is given and how the feedback is given, determine to a 
large degree how the feedback is received. However, the individual 
needs of the sender and of the receiver are also factors. 
This module will emphasize Increasing supervisors’ awareness of 
how their feedback is being received by the supervisees. However, 
the supervisees will also learn about supervisors’ reactions. 
The ultimate goal of the feedback is to have it received in a 
growth producing manner. However, common responses to feedback are 
defensiveness, resistance, pain, and game playing. In fact, game 
playing may actually be a manifestation of the other responses; this 
unit focuses upon common games played in supervision and how the 
individual, the supervisor or the supervisee, can respond to them, in 
order to control, or stop, non-productive game playing. 
The goals and objective of this unit are: 
Goal; 
To have the feedback received in an appropriate growth producing 
manner 
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Objectives; 
1. To learn common response patterns to feedback 
2. To define game-playing in supervision 
3. To be aware of typical games played by supervisees in feed¬ 
back supervisory sessions 
4. To be aware of typical games played by supervisors in super¬ 
visory relationships 
5. To be able to identify some of these games 
6. To be able to control game playing in feedback supervisory 
sessions. 
Evaluating The Feedback Session 
The feedback session between the supervisor and the supervisee 
should conclude with mutual exploration and evaluation of the meaning 
of the session. The final segment of this program asks the partici¬ 
pants to give feedback on the program itself, in the same manner that 
the supervisory session would. This is giving the participants an 
opportunity to utilize criterion number nine, Checking to Insure 
Clear Communication, as a measure of the effectiveness of the pro¬ 
gram, It is hypothesized that they will use the criteria for giving 
effective feedback in discussing the program. 
Format of Training Program 
The format of the training program is a combination of didactic 
and experimental materials, which encompass both the cognitive and 
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affective domains. The content of the materials used is that of 
school psychology. Major roles and functions of the school psycholcr 
gist are emphasized such as assessment, counseling, and consultation. 
Social Climate 
Attention was given to creating a climate which permits and 
encourages the participants to take risks, to learn and to experiment 
with new behaviors. Rogers has emphasized the importance of educa¬ 
tors creating the same "necessary and sufficient” conditions for 
learning that are required for effective counseling (Rogers, 1951). 
These conditions free people to try and to make mistakes. The goal 
is to create a warm, supportive atmosphere where the participants 
feel that they are secure enough to share experiences and to try new 
behavioral skills. Essentially, we are creating a laboratory set¬ 
ting, where new learning can be tried out; the new learning can then 
be generalized to other settings. Laboratory learning has been 
proven to be a valuable vehicle for skills training. 
Materials 
The materials for each unit consist of lecturettes with flip 
charts to present theoretical material, workbooks, and videotapes to 
illustrate concepts and skills. 
The lecturettes are contained in The Facilitators* Manual in 
Appendix C of this dissertation. 
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The workbook contains specific information for each unit: the 
goals and objectives, the outline of the major segments (with space 
for participants to write their own notes), specific individual 
and/or small group exercises, and a selected bibliography. This 
latter allows participants to pursue readings in areas of Interest. 
(Workbook is in Appendix D). 
Thus, the model is to first explain the concept, the research 
and theory underlying the skill, then to demonstrate the skill, then 
to have the trainees practice it and receive "feedback" on their 
practice. 
The emphasis is upon active learning; the participants practice 
and respond by small group exercises and role playing, writing in 
workbooks, and full group discussion. 
Content of the training program is specific to the field of 
school psychology. The case study method focuses on critical choice 
points—and the participants decide on the appropriate responses at 
that point. Case method learning is described as follows: 
A case prepared for case method learning...is a collection 
of case materials which leads up to a critical choice point 
for the counselor which calls for commitment to some sort of 
action in a situation where the consequences are usually 
irreversible. The case materials usually contain background 
information, excerpts from important dialogues, perhaps even 
verbatim transcripts and/or tape recordings leading up to 
the critical choice point. Cases can also be edited in 
sequential parts, with a critical choice point at the end of 
each part, (Wideman. 1971, p. 269) 
The rationale for using the case method in a school psychology train¬ 
ing program is that the school psychologist, like the counselor, 
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doctor or lawyer, must be prepared to act appropriately In concrete 
situations. The case method provides opportunities to practice 
this. 
The specific materials required for this program are; 
1. Facilitator's Manual 
2. Two flip charts 
One filled in with material 
One blank for participants to fill in 
3. Workbooks for each participant containing 
Outline of program 
Spaces for participants to fill in outline and take notes 
Worksheets—individual and group 
Practice exercises 
Selected bibliography for each unit 
4. Pens, pencils, and magic markers 
5. Videotapes to demonstrate the skills to be learned. 
It should be noted that the ideal training situation would be to have 
a number of video machines available. Then the participants could 
videotape their small group practice sessions, play them back, ana¬ 
lyze them, and provide "feedback" for themselves and for others. 
Unfortunately, this was not fesible during the formative evaluation 
of the program 
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Formative Evaluation of the Program 
This program Is designed as a systematic training program con¬ 
sisting of specific identifiable sequential units. Ideally, It 
should be formatively evaluated (and Implemented) as a long-term 
course, or as part of the curriculum in training in supervision. 
After consultation with Committee Members and with prospective 
participants, a long-term course was not deemed feasible for this 
pilot study because of the professional commitments of the partici¬ 
pants. Therefore, these materials were presented in a one day inten¬ 
sive program. The limitations of this type presentation are acknow¬ 
ledged, and efforts were made to control factors such as fatigue, 
"over-load", and others. 
Procedures 
Preliminary contact had been established with a significant 
number of the sample population through the previously cited work¬ 
shops and supervisory activities of this author. 
Some members of this group had shared their professional experi¬ 
ences in supervision; these served as part of a needs assessment for 
this program as well as providing content for the case studies. 
Therefore, these individuals had been actively involved in the forma¬ 
tion of this program. 
^ letter was mailed to all supervisors, interns, and graduate 
students, as previously defined, inviting them to participate in this 
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training program (see Appendix B). This letter emphasized the educa¬ 
tional and non-judgmental aspects of the program. This latter refers 
to the fact that they would not be evaluated as supervisors per se, 
but rather that they would be participants in evaluating a newly 
developed training program. Their efforts would result in; 
1. Evaluation of the program's content and format 
2. Revisions, as needed, in the program 
3. Increased personal knowledge and expertise in giving feed¬ 
back in school psychology supervision. 
If the individuals desired, a letter could also be written to the 
school systems or agencies with whom they were affiliated, requesting 
that they be allowed to attend this training program, as a part of 
their work time. The advantages of this training for the individual 
and for the system or agency would be emphasized. 
A stamped, addressed return post card was enclosed with this 
initial letter. The participants had their choice of checking the 
following: 
_I plan to attend the program on Oct. 6 
I am interested in attending, but cannot on Oct. 6 
_I am not interested in this type program 
I would like you to contact the individual listed below in 
order for me to make arrangements to attend on school 
time. 
It should be noted that of the 50 individuals sent the original 
letter, 47 responded. Of the 27 who were unable to attend, 16 or 
over 59% wrote notes explaining their reasons; the primary reasons 
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were professional commitments, such as Kindergarten Screening, Team 
Evaluation Meetings, etc* Several even spontaneously requested 
another meeting date, such as a weekend, if possible. This informa¬ 
tion is cited as it is believed that it la indicative of the high 
level of interest in this type of training program. 
A follow-up letter was mailed to all who responded that they 
could attend. This gave specific information regarding the workshop 
time, place and location, and served as a reminder, as well as a 
vehicle for expressing the author’s appreciation. (Appendix B). 
Dates of Formative Evaluation 
The major segment of this training program was formatively eval¬ 
uated on October 9, 1982. 
This time was selected as it is viewed as most advantageous for 
school psychology supervisors for two reasons. The beginning of the 
school year is a less busy and less pressured time for school psy¬ 
chologists (if such a time ever exists!), and the beginning of the 
school year allows the opportunity for immediate utilization of the 
newly acquired skills and knowledge. 
The introductory material and the three major units were pre¬ 
sented and evaluated at this time. The final segment. Reacting To 
Feedback, a unit which is considered a minor one in this training 
program model, was not formatively evaluated because of the time con¬ 
straints of a one-day program. 
After consultation with the Dissertation Committee, it was 
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decided that this unit should be evaluated. Because It was virtually 
Impossible to re-convene the original group because of their profes¬ 
sional commitments, It was decided to formatlvely evaluate this unit 
with a segment of the original group who were enrolled In a seminar 
for school psychology graduate students and Interns at the University 
of Massachusetts. The number In this group was seven; all of whom 
had attended the original program. This session was held on November 
9, 1982. 
Sample 
The sample population who participated In the formative evalua¬ 
tion of this program was drawn primarily from the School of Education 
at the University of Massachusetts, Amherst, Massachusetts. This 
group consisted of school psychology field supervisors. Interns, and 
graduate students. There were also four school psychologists who 
participated from the Child Study Department of the Worcester, Massa¬ 
chusetts, Public School System. 
The rationale for this selection process Is that this program Is 
designed for school psychology supervisors, whether they are pre¬ 
sently supervising an Intern, have supervised one In the past, or may 
supervise one In the future. This latter category Is an especially 
Important one, for studies have Indicated the need for training In 
supervision as a part of the graduate school psychology training pro¬ 
grams. In fact, the Commonwealth of Massachusetts now requires com¬ 
petency In supervision as a requirement for Certification In school 
psychology. 
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An extensive description of the subjects is given in Table 1, 
for the purpose of establishing their qualifications to participate 
in, and to formatively evaluate this training program. This informa- 
bion is derived from a Confidential Questionnaire, whose purpose was 
clearly stated as being "For Research Purposes Only," which the par¬ 
ticipants voluntarily filled out at the beginning of the training 
program. 
The total number of participants in the training program was 21; 
19 attended the entire day, 1 attended the morning session only; 1 
the complete afternoon session, and 1 only one segment of the after¬ 
noon session; this latter did not complete a participant’s profile 
sheet or any evaluations because of the short time span. Therefore 
the profiles of the participants are based upon the number of 20 
(N=20). 
As previously cited. Table 1 contains the complete profiles of 
the participants. Those factors considered most relevant to their 
participation in the formative evaluation of this training program 
will be described in the following paragraphs. 
Age was tabulated in terms of 9 year groupings, 21-30, 31-40, 
41-50, 51-60, 61+. All age categories were represented in the par¬ 
ticipants group, although 47% were in the 31-40 age category. 
There were 17 females and 3 males in the group, 16 Anglos and 4 
Hispanics. 
The author is aware that this sample population does not repre¬ 
sent, nor is it intended to, the school psychology supervisors and 
TABLE I 
PROFILE OF PARTICIPANTS 
N - 20 
Age Sex Race 
21-30 5 Female 17 Anglo 16 
31-40 9 Male 3 Hispanic 4 
41-50 3 
51-60 1 
61- 1 
(No response 1) 
Title of Present Position^ 
School Psychologist (8) 
including 1 Head School Psychologist and 1 Coordinator of 
School Psychology Program 
Psychologist (2) 
Head School Adjustment Counselor (1) 
Educational Consultant (1) 
School Psychology Intern (3) 
Teaching Assistants (2) 
1 supervises school psychologists 
Full time student (4) 
Practicum-Guidance Counseling (1) 
Years of experience as a school psychologist 
0 6 1 3 2 1 3 1 4 0 5 or more 9 
^Several participants held more than one position 
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Other Professional Experience 
Teacher 9 
Special Ed Teacher 3 
Bilingual Teacher 2 
College Professor 2 
Adjunct Professor 1 
Research Associate 2 
Title 3 Program Director 1 
Bilingual Coordinator l 
Special Ed Director l 
School Psychologist 3 
School Adjustment Counselor 1 
Educational Consultant 1 
Counselor 2 
Testing Coordinator 1 
School Psychology Intern 1 
Family Therapy Intern 1 
Educational Background - Highest Degree Held 
Ed.D 3 
Ph.D. 1 
CAGS 4 
Masters 12 
Currently supervising school psychology interns 3 
Have supervised school psychology interns in past 11 
Anticipate being supervisors in the future 19 
Total number of interns they have supervised 
01 12 22 30 42 More 6 
Have ever taken a formal course in supervision 2 
graduate students population in general; however, as indicated there 
was representation in terms of age, sex, and racial groups. 
Of particular Interest to this study is that all 20 participants 
are currently Involved with the field of school psychology. Eight 
classify themselves as school pyschologists, including one department 
head of school psychologists and one university coordinator of school 
psychology programs, two classify themselves as psychologists and are 
in private practice, three are school psychology interns, and two are 
teaching assistants in school psychology. One, who is a certified 
school psychologist, is currently head of school adjustment counsel¬ 
ors in a department which includes school psychologists. Four are 
currently enrolled in graduate school psychology programs. 
Under the title of Other Professional Experience, 53% of the 
respondents had teaching experience, as either regular, special edu¬ 
cation, bilingual or college teachers, 9% were school psychologists, 
6% research associates, 12% directors or coordinators of programs, 
and 6% interns.^ 
Data regarding the educational background of the participants 
indicates that 20% held Doctorates, 20% Certificates of Advanced 
Graduate Study, and 60% Master's degrees. Of this latter group, one 
is currently a doctoral candidate, and five are enrolled in graduate 
programs. 
^For "Other Professional Experience" each respondent was given 
two numbered blank lines; therefore, there were frequently two 
responses. 
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The graduate major fields represented were school psychology, 
counseling psychology, counseling, education, and psychology. 
Only 15% of the participants are currently supervising school 
psychology interns, but 50% have been supervisors in the past. It is 
that this unusually low number of current supervisors 
reflects the present educational climate in the Commonwealth of 
Massachusetts. However, it should be noted that 95% of the partici¬ 
pants anticipate being supervisors at some time. 
Only 10% of the participants have ever had a formal course in 
supervision. Not one of the field supervisors have ever had a formal 
course in supervision. This information is cited as further evidence 
of the need for this type of training program. 
Facilitator of Program 
The temn facilitator of the training program has been selected 
for the implementer, because other terms such as instructor, teacher, 
leader, or trainer have implications of authority and of passive 
learning to this writer. The term facilitator reflects the philo¬ 
sophical orientation upon which this program is based. 
The facilitator of this pilot training program was the author. 
The possible biasing effect of having the designer implement the pro¬ 
gram is acknowledged. However, it is believed that this author’s 
genuine commitment to the importance of a collaborative effort in 
order to develop a high quality program was conveyed to the partici¬ 
pants and counteracted any possible negative effects. As a matter of 
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fact, several subjects commented that they were being more "critical" 
in their evaluations and comments, as they felt that this would be 
most helpful to the author, and that this was their contribution to 
the development of the program. 
Setting 
The physical setting of the training program is deemed as 
important, however it is secondary to the psychological setting. The 
physical setting should reflect warmth, comfort and informality. 
The primary formative evaluation session took place at the Uni¬ 
versity of Massachusetts Campus in Amherst, a location considered 
convenient for the participants. The program was offered in a sem¬ 
inar room in the University Campus Center, where ample space was 
offered for the participants to move about, to cluster their chairs 
in small group settings, to watch the videotapes, and to have coffee, 
etc., as desired. 
As noted, coffee and light refreshments were provided by the 
Facilitator. Ideally, lunch should be provided also, in order that 
there is continuity within the group; this was not possible. How¬ 
ever, enough group cohesiveness was established by the lunch break 
that, although the participants ate in different restaurants, and 
some "brown bagged" it, no one ate alone; all were in small groups. 
The second session, one to formatively evaluate the final seg¬ 
ment, Reacting to feedback, took place in a classroom in Hills South, 
at the University of Massachusetts, Amherst. Chairs were clustered 
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in a semi-circle, facing the videomachine, in order to provide a 
warm, seminar type environment. 
Evaluation 
This training program was formatively evaluated. The term 
"formative evaluation" was first used by Striven in 1967 in regard to 
curriculum improvement. Striven recommended that curriculum makers 
try out 
their materials and methods with selected samples of students 
and teachers, and that they secure evidence on the effective¬ 
ness of these materials as well as on the specific aspects of 
the curriculum that are in need of revision, (Bloom, 
Hastings & Madaus 1971, p. 135) 
This systematic training program for giving feedback in school psy¬ 
chology supervision is viewed as the development of a curriculum. 
Scriven states that formative evaluation involves "the collection of 
appropriate evidence during the construction and trying out of a new 
curriculum in such a way that revisions of the curriculum can be 
based on this evidence (Bloom et al,, 1971, p, 177). Thus formative 
evaluation takes place during the curriculum construction. The goal 
of formative evaluation is to improve the curriculum and the teaching 
and learning of it. 
This training program was formatively evaluated in that each 
major module of the program was evaluated by the participants. The 
results of these evaluations were used to make appropriate changes in 
the curriculum. Thus, this program was formatively evaluated in that 
it was evaluated during the construction of the curriculum. 
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Measures 
Data can be collected from a variety of sources for the purposes 
of formative evaluation. The primary instruments in this formative 
evaluation were a series of questionnaires developed specifically to 
assess the different components of this program. Data was also 
obtained from personal observations recorded by the author and from 
comments made by the participants, which were recorded by the 
author. 
Questionnaires 
Bloom, Hastings and Madaus state that selection of a unit of 
learning is fundamental to the use of formative evaluation; however 
the delineation of the unit may be arbitrary. 
Ideally it should be determined by natural breaks in the sub¬ 
ject matter or by the content that makes it a meaningful 
whole (Bloom et al., 1971, p. 118). 
The components of each unit should be analyzed in regard to both con¬ 
tent and behavior, and the essential elements evaluated. 
In this training program, the content was broken down into 
specific units of learning; analysis was made of the components of 
each unit of learning; this involved specifying the content and 
behaviors to be learned in each unit, i.e., the goals and objectives 
of the unit. In order to evaluate each unit, an objective measure 
was developed. This instrument consisted of true and false, multiple 
choice, and open-ended questions and Likert-type items, (see 
Appendix E). 
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The questions were designed vd.th the goal of gaining the maximum 
amount of research information regarding the process and content of 
the program, in a manner which would be feasible for the partlci“ 
pants. This latter refers to the fact that the participants were 
expected to complete six separate evaluations within a one day worVc~ 
shop program. 
The six evaluations were: 
Introductory Unit Evaluation 
Relationship Unit Evaluation 
Structural Arrangement Unit Evaluation 
Feedback Unit Evaluation 
Reaction to Feedback Unit Evaluation 
Overall Program Evaluation 
The basic format for each major unit evaluation was divided into 
Process Evaluation, Content Evaluation and Overall Evaluation. In 
addition, there was a Research question asking the respondent to 
categorize him/herself as a Supervisor, Intern, or Graduate Student. 
Section I, Process, consisted of five questions which the 
respondents were asked to rate on a Likert-type scale of 1 to 5; 1 
being the lowest rating; 5 the highest. It should be noted that 
Question four deviated somewhat from this format in that the desired 
response was a 3, not 5. These questions dealt with the clarity of 
the material presented, the organization of the unit, the usefulness 
of the unit, the amount of material covered, and the value of the 
lecturettes, exercises and videotapes for the unit. 
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Section II, Content, consisted of from five to seven questions, 
depending upon the unit, designed to measure the participant's learn¬ 
ings of the key concepts and salient points of the unit. It should 
be noted that these questions were designed with the primary goal of 
reinforcing the learning of the material presented in the unit, 
rather than discriminating between variances of learning. 
The format of these questions consisted of true and false, 
multiple choice and open-ended questions. One of the basic purposes 
of the open-ended questions was to offer the participants an oppor¬ 
tunity to respond using the criteria for effective feedback empha¬ 
sized in the program. 
Unit III, Overall Evaluation, consisted of three questions. The 
first asked for an Overall Evaluation of the unit on a Likert-type 
scale of 1 to 5; the second requested Suggesting for Improving the 
unit (with 3 numbered blank lines) and the third. Additional Comments 
(with 3 blank lines). 
A questionnaire was designed and administered at the completion 
of the training program with formative evaluation of the overall pro¬ 
gram as its goal. This questionnaire was designed to assess the more 
global concepts. 
This questionnaire differed somewhat from the previously stated 
format. Although basic process and content were evaluated, this 
evaluation asked for specific Likert rating of Lecturettes, Exer¬ 
cises, Videotapes, Role Playing, Written Responses in Workbooks, 
Workbooks, Group Exercises (Making Charts, Discussions) and the 
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Facilitator s Role. In addition, Likert ratings were requested for 
the appropriateness of the overall content of the program and of the 
evaluations at the conclusion of each unit. 
Since the major thrust of the material emphasized Giving Effec¬ 
tive Feedback, there were three open-ended questions designed to 
solicit specific information and to measure learning. One asked the 
respondents to list three criteria for giving effective feedback. 
Two others read as follows: 
Utilizing the criteria for effective feedback discussed 
today, please give me feedback on this program. 
Positive Feedback (3 numbered blank lines) 
Negative or Corrective Feedback (3 numbered blank lines). 
As per the usual format, there was an Additional Comments section, 
with three blank lines. 
In summary, the use of these questionnaires provided the oppor¬ 
tunity for the participants to give feedback on the training program. 
Therefore, this involved much of the same feedback process toward the 
training program as towards the supervisee. 
Personal Observations and Evaluations 
In Implementing this training progr5im, the author recorded her 
thoughts, feelings, observations, reactions and recommendations. 
This was done, in brief form, at the conclusion of each unit and, in 
detail, at the conclusion of the training session. 
Follow-up 
A follow-up study was conducted to assess the impact of the 
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training program, as perceived by the participants. The follow-up 
study took place approximately three to four weeks after completion 
of the program. 
A questionnaire was designed with the dual goal of assessing the 
impact of the training program and of functioning as a reinforcer of 
the skills which were emphasized in the program. 
A questionnaire and a stamped, addressed return envelope were 
mailed to the 20 participants. 
The respondents were asked to rate the usefulness of the overall 
program, the impact upon their professional attitudes and behavior, 
and the value of the major units presented. 
Further, they were asked to give specific examples of skills 
which they have used from each unit, i.e.. Relationship, Structural 
Arrangements, and Feedback (see Appendix E). 
Analysis of the Data 
The analysis of the data was primarily of qualitative and 
descriptive nature. Qualitative analysis was made of personal obser^ 
vations and evaluations. Descriptive analysis was made of the ques¬ 
tionnaires given at the end of each unit, at the end of the training 
program, and as a follow-up. Percentages, means and standard devia¬ 
tions were obtained. 
Procedures 
Two copies of all evaluations were made, in order that each 
rater have his/her own copy. The evaluations were sorted according 
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to the self-descriptors of the participants into three groups, i.e., 
Supervisors, Interns and Graduate Students. It should be noted that 
if a participant checked both Intern and Graduate Student, he/she was 
classified as an Intern, for the purposes of this research. 
The data was divided into two sections for analysis. The first 
section encompassed Sections I, Process, and III, Overall Evaluation, 
of the evaluation questionnaires. This section required the raters 
to record the Likert type responses and to compute the means and 
standard deviations for these items. Numerical accuracy and statis¬ 
tical skills, not professional decision-making judgment, were 
required. All statistics were computed two times, in order to check 
for accuracy. 
The second section, II, Content, involved analyzing and scoring 
material, which included open-ended responses. Matarazzo (1978) has 
warned of the problems with "naive" judges, and questions whether 
they can accurately rate the variables in studies of this sort. 
Therefore, it was decided that this segment required raters with pro¬ 
fessional experience which would enable them to have an understanding 
of the content presented. 
A packet was developed for the raters containing the "correct" 
responses. Guidelines were established for open-ended questions, 
giving examples of acceptable responses, similar to the format of the 
Wechsler Scales manuals. 
A total of four raters were utilized to analyze the data. Three 
individuals actually analyzed the data; the fourth was consulted when 
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there were discrepancies In the ratings; this occurred in .0178, or 
less than 2% of the total responses. 
The evaluations were all anonymous, therefore the author was 
able to function as a rater for both sections of the data. 
Two outside raters were employed to analyze the second copy of 
the data. Section I was analyzed by an individual with a bachelor's 
degree in economics, who works with figures on a professional basis. 
Section II was analyzed by an Individual who has a Master's 
Degree in Social Work, is professionally employed in that area, and 
has an extensive background in supervision. 
The fourth rater, who was consulted when discrepancies occurred 
between the others, has a master's degree in Counseling Psychology 
and has had experience in the fields of school psychology and coun¬ 
seling. It should be noted that she was given the questionable 
responses and asked to rate them according to established guidelines. 
She was not given information regarding the ratings of the other 
two. 
The three outside raters did not attend the training program 
when it was formatively evaluated. However, each was given an indi¬ 
vidual orientation session, in order that he/she understand the model 
presented and the major concepts therein. In addition, as previously 
cited, written guidelines for rating the responses were included in 
the packet given to the raters. 
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Limitations of the Program 
There are three major limitations to this program. The primary 
limitation has to do with the fact that we did not research the sum- 
matlve effectiveness of the training program as experienced by the 
supervisees. This study focuses upon the effectiveness of the train¬ 
ing program package Itself, as perceived by the participants. There 
Is no evaluation of the later application of the skills learned In 
the actual work setting. 
A second limitation Is related to the validity and reliability 
of the Instruments utilized. Bloom, Hastings and Madaus (1971) have 
cited the fact that formative evaluation calls for ’’tailor-made" 
Instruments. The questionnaires were designed specifically for this 
study and have not been tested for validity and/or reliability. 
A third limitation Is that not all aspects of the supervisory 
process were Included In this program. Those aspects Included were 
those deemed most Important to the concept of giving feedback In 
supervision and those which were feasible within the time span of the 
program. 
Summary 
This chapter has described the methodology used In developing 
and formatlvely evaluating this systematic training program for 
giving feedback In school psychology supervision. 
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The underlying philosophy and assumptions were discussed. The 
content of the program was set forth in terms of an interactive 
model, which is the basis of this program. The four major units, 
Establishing A Relationship, Establishing Structural Arrangements, 
Giving Feedback, and Reacting to Feedback, were presented. The for¬ 
mat of the training program, including the environment and materials 
was discussed. 
The formative evaluation procedures were discussed in detail. 
The preliminary procedures were set forth and the profiles of the 
participants, who served as the sample population, were described. 
The measures designed specifically to formatively evaluate the pro¬ 
gram and the procedures for analyzing the data were explained. This 
chapter concluded with citation of the major limitations of this type 
of dissertation project. 
The next chapter. Chapter IV, presents the results of the forma¬ 
tive evaluation of this program for giving feedback in school psy¬ 
chology supervision. 
CHAPTER I V 
RESULTS OF THE FORMATIVE EVALUATION 
This chapter will present the results of the formative evalua¬ 
tion of the systematic training program for giving feedback in school 
psychology supervision. 
The instruments which were developed specifically for this pro¬ 
gram have been described in Chapter III and are in Appendix E of this 
dissertation. They will be reviewed briefly in the first segment of 
this chapter. 
Analysis of the data will be made in quantitative and qualita¬ 
tive manner for each unit of the program and for the follow-up study. 
Quantitative analysis will be made of the process questions in terms 
of means and standard deviations. Percentages will be computed 
regarding correct responses to the content questions. Qualitative 
analysis will be made of personal observations and evaluations by the 
participants and by the author. 
These results will be presented for each of the unit evaluation 
questionnaires and a summary of the relevant responses will be made 
at the conclusion of the chapter. 
Instruments 
The major instruments consisted of seven evaluation question¬ 
naires which were developed specifically for this program. They were 
administered at the end of each unit, at the end of the day long 
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training session, and three to four weeks later as a follow-up study. 
The participants were requested to respond to each unit in terms of 
specific process and content, overall evaluation, and suggestions for 
improving the unit. Space was also provided in each questionnaire 
for additional comments. 
The author also recorded her observations and suggestions at the 
conclusion of each unit. It should be noted that the author did this 
while the participants were filling out their unit evaluations. This 
was viewed as a positive activity in that she was writing at the same 
time as the participants, rather than "watching" them while they 
evaluated the unit. 
The purpose of all the evaluation questionnaires was twofold; 
1) to evaluate the process and content of the training program and 2) 
to reinforce learning of the basic skills and techniques being taught 
in the training program. It is important that this latter be clearly 
understood by the reader, for this author is aware that there were 
some content questions which may have been answered correctly whether 
or not one had taken this training course. Further, since there was 
no pre-test of knowledge and skills in feedback, there was no indica¬ 
tion of prior expertise in this area. Therefore, the questionnaires 
were designed to measure the process and content of the training pro¬ 
gram, not of the Individual participants. 
Analysis of Results 
As noted in Chapter III, the individuals who helped to forma- 
tively evaluate this program numbered twenty (N=20). All are 
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involved with the field of school psychology. The questionnaires 
which were administered were anonymous. Therefore, for research pur¬ 
poses, the participants were requested to categorize themselves as a 
Supervisor, Intern, or Graduate Student. This data Indicated that 
twelve were supervisors, four Interns, and four graduate students.^ 
As cited in Chapter III, information about educational background 
indicated that 20% held doctorates, 20% certificates of advanced 
graduate study, and 60% master's degrees. 
These educational and experiential backgrounds are cited 
because, in this type of evaluation, the participant's own experi¬ 
ence, educationally and professionally, must affect his/her evalua¬ 
tion. The profiles of the participants indicate a range of educa¬ 
tional and professional experiences. 
This author believes that it was clearly understood by the 
participants that they were involved in a collaborative endeavor to 
evaluate a new training program. However, it is believed that it was 
not made clear enough to the participants that they were evaluating a 
long term training program which was being implemented in a one day 
format. This factor must be cited because of its possible effects on 
the data. 
^This self-classification presented a problem; although the same 
participants completed all evaluation forms, several individuals 
vacillated between categorizing themselves as supervisors or as 
graduate students. Thus, the number of supervisors changes from 10 
to 11, and the number of graduate students from 5 to 6. In reality, 
these participants are probably both supervisors and graduate 
students. 
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The results were analyzed by three trained raters; a fourth was 
consulted in case of discrepancies between the raters. The exact 
procedures have been described in Chapter III. 
Analysis of the results was made in two ways: 
1) Analysis of responses of all participants in the program 
2) Analysis of responses by categories of participants, i.e., 
Supervisors, Interns, and Graduate Students. 
It should be noted that the number of respondents in each unit 
changes somewhat, due to circumstances beyond the author's control. 
The profile of the participants is based upon the number of twenty 
(N=20), as previously cited, however the number of respondents varies 
for each unit, ranging from 19 to 17. The statistics for each unit 
are computed on the basis of the number of respondents within that 
particular unit. 
Introductory Module 
This Introductory Module covered the purpose of the program, the 
need for the program, the basic concepts underlying the program, and 
the definition of feedback used in this program. The role of the 
supervisor, as conceptualized for this program and the value of 
skills training as a vehicle for implementing this program, were 
presented. This introductory unit concluded with visual and verbal 
presentations of the Feedback Model and an overview of the training 
program. 
Ill 
A one page evaluation was administered at the conclusion of the 
introductory material. There were five Likert-type questions, 
requiring ratings of the clarity, the organization, the usefulness 
and the amount of material presented, as well as the overall opinion 
of the unit. Question six was open-ended, with three numbered blank 
lines, requesting suggestions for improving the unit. 
Table 2 presents the results of questions one through five. The 
horizontal axis gives the means and standard deviations for the three 
sub-groups, supervisors, interns and graduate students, and for the 
total group. The vertlcle axis lists the variables measured. 
The hypothetical mean for questions 1, 2, 3, and 5, was 2.5; 
therefore, it is evident that the total group, and the individual 
sub-groups, were significantly higher than this hypothetical mean; 
the total group mean for these questions ranged from 3.74 to 4.63. 
On the variable of clarity of material presented, the interns 
gave the highest mean rating available, a 5.0; the supervisors gave 
the lowest of the three sub-groups, a 4.27. Since this latter is 
1.77 above the hypothetical mean, it is considered as a positive 
rating. The overall group rating was 4.42, therefore the material 
was judged by the participants as being presented in a clear manner. 
The organization of the material yielded mean scores ranging 
from 4.45 to 5.0; again the interns gave the highest available 
rating, 5.0, and the supervisors the lowest; however this latter is 
relative since the supervisors* mean of 4.45 is significantly above 
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TABLE 2 
RESULTS OF PROCESS EVALUATION OF INTRODUCTORY UNIT® 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
1, Clarity 4.27 .86 5.00 .00 4.40 .48 4.42 . 75 
2. Organization 4.45 .99 5.00 .00 4.80 .40 4.63 . 81 
3. Usefulness 3.64 .77 3.67 .47 4.00 .63 3.74 .71 
4. Amount^ 3.09 .79 3.17 1.03 3.40 .49 3.18 .78 
5. Overall Opinion 4.09 .67 4.67 .47 3.80 .40 4.11 .75 
®N-19 
^For the amount of material presented, 3 (Appropriate) is the 
desired response. 
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the hypothetical mean of 2,5. Further, it should be noted that the 
total group mean was 4,63, the highest for any factor evaluated in 
this unit. 
Usefulness of material indicated that the mean for the total 
group was 3.74; of the three sub-groups the graduate students had the 
highest mean rating, 4.0, This is interesting in light of the fact 
that the material presented was quite theoretical, including a review 
of the literature in the field. This statistic may indicate that it 
had more value for graduate students. 
Question five requesting the overall opinion of the unit, 
yielded a mean for the total group of 4.11; the breakdown indicated 
that the interns gave the highest rating, 4,67; however the spread 
between the three groups was only .87, 
Question four asked the participants to rate the amount of mat¬ 
erial contained in the introduction on a Likert scale, however, this 
scale differed from the preceding ones in that 3 represented the 
appropriate amount, 5 too much and 1 too little. 
In retrospect, this question should have been phrased in a dif¬ 
ferent manner in that 
1) it does not follow the "usual format" and the respondents 
may have an established response pattern at this point in the sequen¬ 
cing, and 
2) it is difficult to analyze. For example, does a 4 response 
indicate that the amount of material presented was Appropriate-plus 
or Too much-minus (i.e., almost too much)? 
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Regardless, analysis of the results to this question indicates 
that the total group, and all three sub-groups rated the amount of 
material as appropriate. 
Question six asked for suggestions for improving the unit. 
Fifty-three percent of the participants chose not to respond; IIZ 
suggested that the material be shortened and/or condensed, HZ sug¬ 
gested that there be more participant involvement in this unit; 21Z 
commented on the Facilitator’s role, requesting more freedom from 
notes, eye contact, and sharing of personal experiences. One respon¬ 
dent suggested that the feedback model be presented sooner and one 
desired a more complete outline in the workbook. It should be noted 
that the outline in the work book was deliberately not filled in by 
the author, because she believes that individuals' learning is rein¬ 
forced by writing their own notes; therefore the material is pre¬ 
sented orally, visually, and kinestically. 
Under Additional Comments for this unit, 7 of the 19 partici¬ 
pants chose not to respond. Of those who did, the comments included 
Establishes appropriate atmosphere. 
Motivates to learn more about model. 
Well organized. 
In summary, the evaluations of the introductory unit indicate 
that the participants were highly satisfied. The means and standard 
deviations indicate that the material presented was clear, well 
organized, useful and appropriate. The overall opinion of the unit 
was significantly above average. 
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Relationship Unit Evaluation 
The relationship unit covered the Importance of the relationship 
between the supervisor and the supervisee In the feedback process. A 
positive relationship is established through the use of effective 
communication skills, both verbal and nonverbal. The theoretical and 
experiential factors which are considered essential to the establish¬ 
ment of a positive relationship were presented in this unit, via lec- 
turettes, videotapes, and small and large group exercises. 
The relationship unit evaluation was a two and one-half page 
questionnaire which was divided into three parts. Part I dealt with 
the process involved. Part II, the content, and Part III, an overall 
evaluation of the unit. 
Table 3 presents the results of questions one through five of 
Part I and question one of Part III. All of these required responses 
on a Likert scale of 1 to 5, 1 being the lowest and 5 the highest, 
with the exception of question four. As cited in the preceeding sec¬ 
tion, this question focuses upon the amount of material presented, 
and number 3, appropriate, is the desired response. 
As in Table 2, the hypothetical mean for all questions, with the 
exception of number four, is 2.5. It is evident that all means, the 
total and the sub-groups are significantly above this. 
Variable one, the clarity of material presented indicates a 
total group mean of 4.68; the interns gave the highest possible 
rating to this, a 5.0; interns a 4.67 and supervisors, a 4.60. 
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TABLE 3 
RESULTS OF EVALUATION OF RELATIONSHIP UNIT® 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
1. Clarity 4.60 .66 5.00 
o
 
o
 
•
 4.67 .47 4.68 . 57 
2. Organization 4.60 
o
 
GO
 
•
 4.67 .58 5.00 .00 4.74 64 
3. Usefulness 4.60 .80 4.67 .58 4.33 .75 5.53 .77 
4. Amount^ 3.30 .64 3.33 .47 3.17 .37 3.26 .55 
5a. Lecturettes 3.70 .78 3.67 .47 3.60 .49 3.67 .67 
5b. Exercises 4.10 .88 3.33 .94 4.60 .55 4.11 .87 
5c. Videotapes 4.60 .66 4.33 .47 4.20 .75 4.44 .69 
6. Overall Opinion 4.40 .49 4.50 .41 4.50 .50 4.45 .48 
®N=19 
^For the amount of material presented, 3 (Appropriate) is the 
desired response. 
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Organization of material received the highest total group rating 
for any factor, 4,74. The graduate students gave the highest rating 
to this factor, 5,0; there was little variance between the Interns 
rating of 4,67 and the supervisors of 4.60, 
Usefulness of material Indicates that the Interns felt that the 
material was somewhat more useful, with a mean of 4,67, but the vari“ 
ance from the other two groups was slight, .07 and .14. The total 
group mean was 4.53, 
Question five requested evaluation of the lecturettes, exercises 
and videotapes. It is interesting to note that the total group rated 
the videotapes as most valuable, with a mean of 4,44, the exercises 
second with a mean of 4.11, and the lecturettes third, with a mean of 
3.67. This latter, although the lowest mean given for any factor in 
this unit, is still significantly above the hypothetical mean of 2.5. 
Further, it is interesting to note that the interns did rate the lec¬ 
turettes with a ,34 higher mean score than the exercises. The break¬ 
down for the sub-groups indicates that the lecturettes and videotapes 
had somewhat more value for the supervisors than for the other two 
sub-groups, whereas the exercises were more valued by the graduate 
students. 
Ratings for the overall opinion of this unit yielded a total 
mean of 4.45, which is significantly above average. The breakdown 
indicates that there was little variation among the sub-groups; both 
the Interns and the graduate students had means of 4.5, the super¬ 
visors of 4.4 
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Question four, which must be analyzed separately because the 
desired response was a 3 and because of the previously cited limita¬ 
tions of this question, yielded a total mean of 3.26. This may be 
interpreted as meaning that the material was appropriate. 
Table 4 presents the results of Part II, the Content section, of 
the questionnaire. As previously stated, the dual purpose of the 
content questions was to evaluate the program and to reinforce the 
learning of the material presented. 
Analysis of the data indicates that 100% of the respondents 
answered questions one and two correctly. These dealt with the 
importance of the relationship in the feedback process in super¬ 
vision. Eighty-nine percent of the respondents answered question 
three, dealing with the importance of the relationship in the litera¬ 
ture correctly. Question four was open-ended, asking for three fac¬ 
tors which can be used to describe a positive supervisory relation¬ 
ship. There was 100% correct response to this question; analysis of 
the responses indicates that the major factors cited were trust, 
respect, personal and professional qualities. Question five asked 
whether positive supervisory relationships were established with 
verbal, nonverbal, or both verbal and nonverbal communication. There 
was 100% correct response to this question. Question six was open 
ended, asking for three examples of nonverbal communication; there 
was 100% correct response to this question. It is interesting to 
note that the most frequent responses, in descending order, were body 
language, eye contact, and facial expression. 
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TABLE 4 
RESULTS OF CONTENT EVALUATION OF RELATIONSHIP UNIT 
EXPRESSED IN CORRECT RESPONSES^ 
QUESTION # RAW SCORE 
HIGHEST RAW 
SCORE POSSIBLE PERCENTAGE 
1 19 19 100 
2 19 19 100 
3 16 18 89 
4 57 57 100 
5 19 19 100 
6 57 57 100 
%=19 
'^One point was assigned for each correct response. Questions 
one, two, three and five were valued at one point each; 
questions four and six, three points each. 
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In evaluating the responses to this unit, it should be noted 
that 6 of the 19 participants, or almost one-third had taken a course 
in mirocounseling with Allen Ivey. Much of the material presented is 
similar to that of the course; of the six who responded, five noted 
that this did have an effect on their evaluations. 
Analysis of the suggestions for improving the unit indicates 
that 26% of the respondents suggested more exercises; 21% suggested 
allowing more feedback on the exercises; and 21% chose not to 
respond. Further, one participant suggested "Omit complicated rating 
sheets” and one that "instead of each group role playing, one group 
do and rest observe." Two participants, who had taken Allen Ivey's 
course, stated that some of the materl^ll was "redundant". There were 
two comments regarding the videotapes, i.e., that they should not be 
so "obvious negative or positive characteristics". This was the 
point of these particular two videotapes—to provide a sharp contrast 
between good and poor relationship skills. It should be noted that 
the subsequent videotapes were more subtle. 
In the additional comments section, 53% chose not to respond. 
Of the others, the following responses are cited: 
Became more enjoyable with greater participant involvement. 
Good coverage of a wealth of material. 
Good combination of activities. Kept interest up. 
I enjoyed the tapes and brainstorming about components of a 
good relationship. 
Great work with the video and other audio/visual aids. 
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In summary, the evaluation of the process of the relationship 
unit indicated that the participants rated all segments significantly 
above average. Results of the content evaluation indicated that the 
participants did know the content and that the learning was rein¬ 
forced by the questionnaire. Suggestions for improving the unit and 
additional comments were generally positive and offered some con¬ 
structive changes. 
Structural Arrangements Unit 
The Structural Arrangements Unit focused upon two major compo¬ 
nents. The first was establishing the goals and objectives of the 
supervisory experience; "What are we going to do?" These define the 
mutually understood roles and functions. The second component was 
establishing the procedures of supervision, i.e., "How are we going 
to do it?" 
The two page evaluation questionnaire followed the format cited 
in the prior unit. Table 5 presents the results of questions one 
through five of Part I and question one of Part III. All of these 
responses required responses of 1 to 5 on a Likert scale, 1 being the 
lowest and 5 the highest, with the exception of question four. 
For the clarity of material presented, both the supervisors and 
the graduate students gave the highest possible rating, a 5.0; there¬ 
fore the mean for the total group on clarity was 4.89. Organization 
of material was also viewed in this same manner. The total mean for 
the group was 4.89, with graduate students giving a 5.0, and super¬ 
visors a 4.9; interns were just slightly lower, with a 4.66. The 
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TABLE 5 
RESULTS OF PROCESS EVALUATION 
OF STRUCTURAL ARRANGEMENTS UNIT® 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
1. Clarity 5.00 .00 4.33 .94 5.00 .00 4.89 .46 
2. Organization 4.90 .30 4.66 .47 5.00 .00 4.89 .31 
3. Usefulness 4.90 .30 4.67 .47 4.80 .40 4.83 .37 
4. Amount^ 3.00 .00 3.00 .00 3.20 .40 3.06 .23 
5a. Lecturettes 4.10 .94 4.33 .47 3.75 .83 4.06 .87 
5b. Exercises 4.22 .79 4.00 
o
 
o
 
•
 4.33 .47 4.20 .65 
5c. Videotapes 4.50 .81 4.00 .82 4.40 .49 4.39 .76 
6. Overall Opinion 5.00 .00 4.33 .47 4.50 .45 4.75 .42 
®The number of participants in this unit was 18; one person had a 
prior medical appointment and was not present for this unit only. 
The material was reviewed with her during the lunch break and she 
participated in the rest of the program. 
^For this question, Amount of material presented, number 3, 
Appropriate, is the desired response. 
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usefulness of this material was also highly rated. The total group 
mean was 4.83. The supervisors were slightly higher in their rating 
4.90, than the graduate students, 4.80 or the interns, 4.67. 
In regard to the lecturette, exercises, and videotapes, the 
total group means were consistently high; 4.06 for the lecturette, 
4.20 for the exercises, and 4.39 for the videotapes. It is of 
interest to note that interns and the supervisors rated the lectur¬ 
ette higher, 4.33 and 4.10 respectively, than did the graduate stu¬ 
dents, with a 3.75. The exercises were rated highest by the graduate 
students, 4.33, then the supervisors, 4.22, and then Interns, 4.0. 
The videotapes received the highest mean rating from the supervisors, 
a 4.5, followed by a 4.4 from the graduate students, and a 4.0 from 
the interns. The overall opinion of this unit for the total group 
was 4.75, with the supervisors giving a mean rating of 5.0, the grad¬ 
uate students 4.50 and the interns 4.33. These results indicate that 
structural arrangements had significance for all three sub-groups; 
however, it had the most significance for the practitioners—the 
supervisors. 
Question four, assessing the amount of material in the unit, 
yielded a total mean of 3.06 which would indicate that the amount was 
appropriate. 
The results of the content evaluation of the structural arrange¬ 
ments unit are presented in Table 6. 
In response to question one, that structural arrangements are 
considered of primary importance in supervisory feedback, 94.4% of 
124 
TABLE 6 
RESULTS OF CONTENT EVALUATION OF STRUCTURAL ARRANGEMENTS UNIT 
EXPRESSED -IN CORRECT RESPONSES®*^ 
QUESTION # 
SUBJECTS’ 
SCORE 
HIGHEST 
POSSIBLE PERCENTAGE 
1 17 18 94.4 
2 36 36 100.0 
3 31 36 86.1 
4 35 36 97.2 
5 52 54 96.3 
®N-18 
*^One point was assigned for each correct response. Ques¬ 
tion 1 was valued at one point, questions two, three and 
four, two points, and question five, three points. 
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the respondents were correct. Question two was open-ended, asking 
for another way of phrasing the structural arrangements of super¬ 
vision and 100% of the respondents were correct. 
Question three involved two blanks and the desired response was 
that structural arrangements include the goals and objectives of the 
internship as well as the work logistics. This question seemed to be 
ambiguous to many respondents—and to the raters. Six responses were 
scored differently by the two principal raters and therefore were 
taken to the "consultant rater". Although the principal responses 
were goals and objectives, other responses were definition, descrip¬ 
tion, needs and requirements, setting and evaluation. It would seem 
that this question should be rewritten, in order that it be more 
specific. 
Question four asked for identification of two important compo¬ 
nents of structural arrangements; 97.2% of the respondents were cor¬ 
rect in their responses. The most common responses were establishing 
the procedures, i.e., the time and place of sessions, and establish¬ 
ing the goals. Goals was scored as an acceptable response, although 
the originally anticipated responses had to do with procedures, time 
place, "politics", sequencing, etc. Question five requested three 
techniques of supervision; there was a 96.3% correct response here. 
It is of interest to note the frequency of techniques cited; modeling 
was the most frequently mentioned followed by role playing, video¬ 
taping, direct observation and audiotaping. Co-counseling and co- 
assesslng were cited the fewest number of times. 
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In suggestions for improving this unit, 56% of the participants 
chose not to respond; this may be because of the high ratings given 
the material in the unit. Of the remaining comments 50% dealt with 
clarifying the goals and objectives on the chart, in the workbook, 
and in the videotape. The manual has been revised to reflect these 
changes. One participant wanted more time for discussion and another 
would have liked more personal experiences "shared by the leader and 
by the supervisors in the group". 
The additional comments segment indicated that 61% chose not to 
respond. This may have been due to the fact of the previously cited 
high ratings for the unit or the fact that it was the conclusion of a 
"long" morning. Of those who did comment, the following are cited: 
Very well done. Very useful. 
New material to assimilate and stimulate. 
Tape excellent. Exercise good. 
This is an important area of supervision. 
Especially enjoyed working as a large group vs. dyads and 
triads. Our experiences are common and much is missed in 
smaller groups. 
In summary, the Structural Arrangements unit was valued highly 
by the three sub-groups, supervisors, interns and graduate students. 
The total group means range from 4.06 to 4.89 and reflect the signif¬ 
icantly high ratings given this unit, as do the comments offered by 
the participants. 
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Giving Feedback Unit 
This unit began with a review of the preceding units, reempha¬ 
sizing the Interactive model of giving feedback upon which this pro¬ 
gram Is based. Feedback was defined as It applies to school psychol¬ 
ogy and to this model, "necessary first steps" before giving feedback 
were cited, and the nine criteria for giving effective feedback were 
set forth. 
This unit combined lecturettes, with three video tape presenta¬ 
tions designed to demonstrate the skills of giving feedback In three 
of the major functions of the school psychologist. The participants 
analyzed the feedback skills In each segment, discussed them as a 
large group, and role played the "situation" within small groups. In 
addition, there were videotapes of "critical incidents" in school 
psychology supervision and the participants were asked to respond to 
them. 
The reader should be aware that all of these "exercises" were 
designed with the goal of giving the participants the opportunity to 
practice the skills of giving effective feedback. 
The feedback unit evaluation questionnaire was somewhat longer 
than the previous questionnaires, just as this unit is longer than 
the preceding ones. The three and one-half page evaluation followed 
the same basic format. There were five Process questions; these plus 
question number one, of part III, are presented in Table 7. The Con¬ 
tent segment of this evaluation was more detailed than the previous 
ones; there were seven questions, however, the last one was opeir- 
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TABLE 7 
RESULTS OF PROCESS EVALUATION 
OF FEEDBACK UNIT® 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
1. Clarity 5.00 .00 4.67 .47 4.60 .80 4.84 . 49 
2. Organization 5.00 .00 5.00 .00 4.80 .40 4.95 . 22 
3. Usefulness 4.82 .39 4.33 1.15 4.20 1.17 4.58 82 
4. Amount^ 3.18 .39 4.00 .82 3.00 .63 3.26 .64 
5a. Lecturettes 4.10 .83 4.00 .82 4.00 .89 4.06 .85 
5b. Exercises 4.36 .77 3.67 .47 4.20 .98 4.21 .83 
5c. Videotapes 4.82 .30 4.67 .47 4.20 .98 4.63 .74 
6. Overall Opinion 4.91 .29 4.00 .82 4.50 .87 4.67 .67 
®N=-19 
^For this question, Amount of material presented, number 3, 
Appropriate, is the desired response. 
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ended requesting that the participant "Give several statements of 
effective feedback to a supervisee” regarding three different intern¬ 
ship situations. The results of this question provided some of the 
most effective evidence of the use of the skills of feedback in 
supervision. 
The supervisors gave the clarity of material presented the high¬ 
est rating, a 5; the interns and graduate students gave similar rat¬ 
ings, 4.67 and 4.60 respectively. A 5.0 mean rating was given by 
both the supervisors and the interns to the second variable, organi¬ 
zation of material. This combined with the graduate student's mean 
of 4.8, gave this section the highest total group mean for any seg¬ 
ment of this unit, 4.95. 
Regarding usefulness, supervisors gave the highest rating, 4.82, 
interns next, 4.33 and graduate students third, with a 4.20. This 
pattern is as anticipated and, although all ratings are high, it 
would seem that this material is somewhat more useful to supervisors 
than to the other two groups. 
The means for the total group regarding the lecturette, exer¬ 
cises and videotapes were uniformly high, 4.06, 4.21, and 4.62 re¬ 
spectively. It is understandable that the videotapes received the 
highest rating in this unit, not only because they were effective but 
because they received more emphasis here. This latter was due to 
the time constraints of the formative evaluation; it was deemed by 
the author as being important that the videotapes were evaluated and 
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therefore some of the small group exercises were condensed or elimin¬ 
ated In this unit. 
A breakdown of the mean ratings for the three techniques Indi¬ 
cates that the lecturettes were given very similar ratings by all 
three groups, 4.10 by supervisors, 4.0 by the other sub-groups. There 
Is more difference In the manner In which the exercises are viewed by 
the three sub-groups. They were given the highest mean rating by the 
supervisors, 4.36, and the lowest by the Interns, 3.67. It may be 
stated that these exercises had the most significance for the super¬ 
visors; however, the above cited factor, that some exercises had to 
be condensed or eliminated may have some effect upon the response 
pattern. The pattern for the videotapes occurred as anticipated by 
this author. In considering the participants' current statuses. The 
supervisors yielded the highest mean rating, 4.82, the Interns next, 
4.67 and the graduate students third, 4.20. 
Regarding the variable of Overall Opinion, the Supervisors 
yielded an unusually high mean of 4.91. The graduate students were 
second with 4.5 and the Interns third with 4.0. The .5 difference 
between the means In this group is not of great significance; what Is 
significant Is the overall high ratings which were given. 
It should be noted that the supervisors' means for five of the 
eight variables measured were higher than those of the other two 
groups; for two variables they were the same as the highest of the 
other two. This may be Interpreted to mean that this unit had spe¬ 
cial significance for this group of participants, those who work most 
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extensively and intensely—with school psychology supervision. 
The first four content questions were true and false items, 
stating that: 
!• Feedback is of vital Importance in supervision. 
2, Feedback determines the quality of the supervision according 
to this model. 
3, Feedback is defined in this model as communication between 
supervisor and supervisee which provides the supervisee with informa¬ 
tion about some aspect of his/her apparent attitudes and/or behaviors 
and their potential effects. 
4, Feedback in supervision involves only verbal behavior, not 
nonverbal behavior. 
The participants achieved 100% correct responses on all four of 
these questions. This is not surprising in view of the backgrounds 
of the participants and of the nature of these questions. These four 
questions illustrate the point that the goal of much of content por¬ 
tion of the evaluation was to reinforce learning. 
Question five was a checklist regarding three "necessary first 
steps" in order to give feedback. There was 100% correct response on 
these. 
Question six, a checklist, regarding the nine criteria for giv¬ 
ing feedback, indicated that the participants have learned the mat¬ 
erial well. However, there was an error in the wording of the ques¬ 
tion so that there were actually six correct responses; this has been 
changed on the questionnaire in Appendix E. Regardless, the partici¬ 
pants achieved a 100% correct score. 
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Question seven was In many ways the most effective and in many 
ways the most difficult to analyze* It is this author's opinion that 
the directions should be changed in order to be more specific. They 
should read "Give two statements of effective feedback to the super¬ 
visee regarding... As Table 8 indicates, there was an 82% correct 
appropriate response rate on this question, however these statistics 
do not reflect that fact that there was only one inappropriate 
response; there were seven participants who only gave one statement 
or left the lines blank; these were scored as one point or zero 
respectively. A statistic which would be a more accurate Indicator 
of the response pattern would be 98% (as presented in 7-c), for of 
the total responses given, 98% were correct. 
Several participants spontaneously wrote on their evaluations 
that "they needed more time" for this question. This, combined with 
the fact that one or two others had expressed their feelings of being 
pressured to leave for other commitments, may account for the lack of 
responses. 
Sample responses to the three parts of this question will be 
cited to indicate the caliber of the response pattern. 
In response to the request for feedback regarding fact that the 
supervisee does not listen to the teachers and interrupts them 
repeatedly; The following were given, 
I think that containing yourself from Interrupting a teacher is 
a challenging objective for you to work toward. 
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TABLE 8 
RESULTS OF CONTENT EVALUATION OF FEEDBACK UNIT 
EXPRESSED IN CORRECT RESPONSES® 
QUESTION // 
SUBJECTS' 
SCORE 
HIGHEST 
POSSIBLE PERCENTAGE 
1 19 19 100 
2 19 19 100 
3 19 19 100 
4 19 19 100 
5 57 57 100 
6 95 95 100 
7 94b 114 82 
7C 94 96 98 
®N-19 
^here were seven participants who left blank lines in this question; 
these were scored as if they were Incorrect, with a zero. However 
several participants wrote that they felt that they needed more time 
for this particular question, 
‘^The results for question seven were computed in a second manner in 
order to reflect the number of correct responses in relation to the 
number of responses given. 
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I bslisve th&t IntenrupClng others mskes then less receptive to 
your Ideas. 
I feel uncomfortable when you interrupt the teacher. 
You Interrupted four people a total of 8 times during the meet¬ 
ing. 
Did you notice that Ms. X stopped talking after you Interrupted 
her? 
Examples of feedback statements about "A test report written in 
poor English" are; 
I have some difficulty in understanding your report; why don't 
we sit down and review some of the areas that were not clear to 
me. 
We're working in an educational setting and how we present our 
material has a great deal to do with the acceptance of what we 
say and how helpful we can be. Let's work together to refine 
your style of writing. 
Your reports do not show good English. Why don't you write 
them and put them aside and then go over them a second time. 
I really liked the results of your battery but thought that 
much of your meaning was lost because of its presentation. 
Let's read over this section and see how we can make it 
clearer. 
You mispelled ten words. 
Examples of statements regarding "Talking about clients in the 
teachers' lounge" are: 
When you share confidential material in the teachers' lounge, 
you can be overheard by people who don't need that informa¬ 
tion. 
I have noticed your talking about clients in the lounge. This 
could be very dangerous. We have aides and secretaries from 
the community and they could hear them. Please try to be care¬ 
ful. 
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It's difficult to find a time to speak with teachers. The 
lounge just isn’t the best place for reasons of confidenti¬ 
ality. How could we handle the situation of a teacher who 
wants to talk there? 
Suggestions for improving the unit indicate that 5A% of the 
supervisors group, or 31.5% of the total group chose not to respond. 
It is difficult to assess whether this was due to the fact that the 
evaluation questionnaire was more detailed for this unit and there¬ 
fore the participants felt it unnecessary to comment, or due to pres¬ 
sure and fatigue at the end of the day. 
Of the total participants who responded, 31% commented about the 
videotapes. These comments were primarily concerned with the fact 
that they would have liked more time to discuss the tapes; the author 
concurs in this for, as stated previously, some exercises and group 
discussions had to be condensed or eliminated because of the time 
constraints. One participant commented that "It was too long in 
terms of the number of videos—too many" and desired "more time for 
Interchange." However, another commented "Your use of video was 
extremely effective and thought-provoking." 
Another 31% of the suggestions concerned the issue of time: 
examples are "a lot of info in a short time" and a request for "more 
time for interaction." As previously cited, these suggestions had 
been Incorporated into the original design, but had to be abbreviated 
or eliminated in the one day program. 
Regarding additional comments, 82% of the supervisors and 74% of 
the total population chose not to respond. Of those who did, the 
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following are cited: 
I think this would be a valuable workshop for all who are 
potential school psychologist trainers—possibly prerequisite 
to receiving an Intern, 
This is a very good unit. 
This section was very informative and interesting. Your use of 
video was extremely effective and thought-provoking. Your 
presentation was of very high quality. 
Excellent job, 
I thought it was great. 
Reacting to Feedback Unit 
This unit emphasized the fact that the goal of feedback is to 
have it received in a growth-producing manner. However, this goal 
is frequently blocked because of the receiver's resistance and 
pain. These are often manifest in the form of games. Common games 
played by supervisees and supervisors were emphasized in this unit, 
as well as the most effective techniques to stop game-playing. 
This unit was not evaluated with the others, in the one-day 
format, because of time constraints. It was presented separately, 
two weeks after the other workshop, in an evening seminar. This 
author believes that the unit can be presented in this manner 
because of the content; however, this aspect may have had some 
effect on the results. 
The number of participants who evaluated this module differed 
significantly from the original sample. There were seven evalua¬ 
tors for this unit and, although all seven had attended the ori¬ 
ginal formative evaluation session, this group represented only 37% 
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of the original population. It should be noted, however, that all 
three sub-groups were represented; there were two supervisors, 
three interns, and two graduate students. 
Because of the small size of the population for this unit, the 
rating of one or two individuals has a definite impact upon the 
results. This should be taken into consideration when reading 
Tables 9 and 10 and in the following discussion. 
Table 9 presents the results of the process evaluation of the 
unit. 
Regarding the variable of clarity of material presented the sup¬ 
ervisors gave the highest mean rating, 5.0 and the Interns the low¬ 
est, a 3.67. However the total group mean was a 4.29, which is sig¬ 
nificantly above the hypothetical mean of 2.5. 
The organization of material was again rated highest by the sup¬ 
ervisors, with 5.0 and the lowest by the interns, with 4.0; the mean 
for the total group was 4.43. Regarding the usefulness of material 
presented, the supervisors again gave the highest mean rating, 5.0, 
but this time the graduate students were lowest with a 4.0. However, 
again it should be noted that this is significantly above the hypo¬ 
thetical mean of 2.50. 
Regarding the three techniques used, lecturette, exercises, and 
videotapes, the total group means indicated that the videotapes were 
given a slightly higher rating, 4.29 then the exercises 4.20, or the 
lecturette 3.86. The following should be noted when considering 
these ratings. The lecturette was given without the extensive use of 
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TABLE 9 
RESULTS OF PROCESS EVALUATION OF REACTION UNIT® 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
1. Clarity 5.00 .00 3.67 .94 4.50 .50 4.29 . 88 
2. Organization 5.00 .00 4.00 .82 4.50 .50 4.43 . 73 
3. Usefulness 5.00 .00 4.33 .94 4.00 .00 4.43 73 
4. Amount^ 3.00 .00 3.00 .00 3.00 .00 3.00 .00 
5a. Lecturettes 4.00 .00 3.67 .94 4.00 .00 3.86 .64 
5b. Exercises 4.50 .50 3.00 .00 4.50 .50 4.20 .75 
5c. Videotapes 4.50 .50 4.00 .00 4.50 .50 4.29 .45 
6. Overall Opinion 5.00 .00 4.00 .82 4.50 .50 4.43 .73 
®N-7 
^For amount of material presented, 3 (Appropriate) is the desired 
response. 
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the flip chart, as in the prior sessions, because of the difficulty 
of using the chart without an easel, in this type room. The exer¬ 
cises were done with the group as a whole, not in dyads or triads, as 
in the prior session, because of the number of participants. Fur¬ 
ther, the exercises were not as clearly defined; this refers to the 
fact that there was much group discussion (which this author defines 
as group exercises) but little role playing, etc. which group members 
may define as exercises. The videotape ratings may have been affected 
by the fact that there was a problem with the video machine for this 
segment; the picture could be seen but the vertical "hold" was not 
correct and the picture kept "moving". Although the participants 
were "understanding" of the technical difficulties, it did interfere 
with the video presentation. 
Regardless, the lecturette was rated with a 4.0 by the super¬ 
visors and the graduate students, and a 3.67 by the interns, for a 
total mean rating of 3.86. The exercises were given 4.5 mean ratings 
by the supervisors and the graduate students, 3.0 by the interns, and 
4.2 mean rating for the total group. The videotape was given 4.5 
mean ratings by the supervisors and the graduate students and a 4.0 
by the interns, by the supervisors and the graduate students and a 
4.0 by the interns. As previously cited, this was the highest total 
mean rating, 5.0, the graduate students next, with 4.5 and the 
interns third, with 4.0. The total group mean was 4.43. 
140 
From the above, it may be concluded that this unit had the most 
significance for the supervisors. In five of the eight variables 
rated, they gave the highest ratings of the three groups; in the 
remaining three variables, their ratings were equally high with one 
another sub-group; in none of the variables measured were they the 
lowest. 
Results of the content evaluation of the reaction unit are pre¬ 
sented to in Table 10. The reader is reminded that the total number 
of participants was seven, therefore one response can have a definite 
impact upon the total. 
Questions one and two were True and False items and read as fol¬ 
lows : 
1. The goal of feedback is to have it received in a growth- 
producing manner. 
2. Sometimes the supervisee becomes defensive and resistant 
about the feedback and engages in game playing. There were 100% cor¬ 
rect responses to these two. 
Questions three through seven were open-ended and read as fol¬ 
lows ; 
3. Common games that the supervisee plays may be categorized 
into two areas. These are designed to (Cite 2). 
4. Games used by supervisors can be categorized into two areas. 
These are designed to (Cite 1). 
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TABLE 10 
RESULTS OF CONTENT EVALUATION OF REACTION UNIT 
EXPRESSED IN CORRECT RESPONSES^ 
QUESTION # 
SUBJECTS' 
RAW SCORE 
HIGHEST 
POSSIBLE 
RAW SCORE 
PERCENTAGE 
1 7 7 100 
2 7 7 100 
3 14 14 100 
4 7 7 100 
5 14 14 100 
6 7 7 100 
7 6 7 86 
^N=7 
^One point was assigned for each correct response. Questions one, two, 
four, six and seven were valued at one point, questions three and five 
two points. 
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5. Game playing may be stopped by either the _^or the 
_• 
6. The most effective way to stop games Is to 
The participants gave 100% correct responses to these questions. 
Question seven read "Another way to stop games Is to . 
Elghty-slx percent of the respondents replied correctly to this ques¬ 
tions. 
In suggestions for Improving this unit, 29% chose not to 
respond. Of those who did, 40% suggested that more time be given for 
self-evaluation—to examine one's own games. One supervisor suggested 
adding parent-child relationship discussion and explaining this more, 
and another suggested more role playing. 
Under additional comments, the following were given; 
One of the most useful of all your units. Very valuable. 
Important to be aware of—to avoid In feedback sessions. 
Most useful In everyday relations with supervisors, peers, 
friends, etc.. 
Thank you! 
In summary, this unit, which was originally conceived by the 
author as a fun, "up" and Interesting way to conclude the presenta¬ 
tion of the model, seemed to be of real value and real Importance to 
the group of supervisors. Interns, and graduate students who partici¬ 
pated In the formative evaluation. 
Evaluation of Overall Program 
The evaluation of the overall program was conducted at the con¬ 
clusion of the day long formative evaluation program. The number of 
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participants In this evaluation Is 17; It Is hypothesized that two 
participants left Immediately after completing the evaluation of the 
previous unit and were unaware of a final evaluation questionnaire. 
It Is unlikely that two would have decided not to participate In 
this, after they had participated In all others. 
Further, It must be noted that these Individuals were completing 
their fifth evaluation of the day, that this questionnaire followed 
the last one with only a short summary statement, that they were com¬ 
pleting this after a two and one-half hour afternoon session with no 
formal break, and that several stated that they felt pressured be¬ 
cause they had to leave somewhat early (5 to 10 minutes) because of 
prior commitments. These factors, of possible fatigue, overload, and 
time pressure, may have had some adverse effects upon the final rat¬ 
ings. 
Thirteen factors were evaluated on a Likert scale of 1 to 5. 
These complete results are presented In Table 11. 
The organization of the material received the highest mean rat¬ 
ing for the total group of any single variable measured. Organlzaton 
received a 4.88 out of a possible 5 points. It should be noted that 
both Interns and graduate students gave the 5.0 mean ratings; super¬ 
visors were only slightly lower, with a 4.8. 
In response to the question, "How would you rate the usefulness 
of the material In your work?" the ratings were as anticipated by 
this author. Supervisors' rated It most useful, with a mean of 4.7, 
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interns next with 4.33, and graduate students last with 4.25. All 
three groups were significantly above the hypothetical mean of 2.5. 
The next nine factors were rated according to their value in the 
training program. These factors were Lecturettes, Exercises, Video¬ 
tapes, Role Playing, Written Responses, Workbooks, Charts, Discus¬ 
sions, and Facilitator's Role. 
Lecturettes were rated highest by the supervisors, with a 3.90, 
graduate students second with 3.75 and interns third with 3.67. The 
mean for the total group 3.82, the second lowest for all variables 
measured. Although above the hypothetical mean, these ratings do 
reflect information about the program if presented in a one day for¬ 
mat. Given this time constraint and the type population represented 
by the sample here, lecturettes seem to have the least value for the 
participants. It would be interesting to compare this evaluation 
with one done by a matched group of participants when this program is 
implemented as a long term course. 
The exercises were valued most highly by the supervisors, with 
4.3 mean rating, although the graduate students gave 4.25 and the 
interns 4.0. The total mean of 4.24 Indicates that the exercises 
were valued by all three groups. 
Videotapes received the highest rating of any of the techniques 
evaluated. A total group mean rating of 4.76. The interns rated the 
videotapes the highest possible, a 5.0, the supervisors followed with 
a 4.8, and the graduate students were third, with a 4.5. Videotapes 
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TABLE 11 
RESULTS OF EVALUATION OF OVERALL PROGRAM® 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
1. Organization 4.80 .40 5.00 .00 5.00 .00 4.88 .32 
2. Usefulness 4.70 .46 4.33 .94 4.25 .83 4.53 .70 
3a. Lecturettes 3.90 .70 3.67 .47 3.75 .83 3.82 .71 
3b. Exercises 4.30 .78 4.00 .00 4.25 .83 4.24 .73 
3c. Videotapes 4.80 .40 5.00 .00 4.50 .50 4.76 .42 
3d. Role Playing 4.20 .75 3.50 .50 4.25 .83 4.09 .80 
3e. 
Written 
Responses (in 
Workbooks) 3.0 .89 4.00 .82 3.75 .43 3.35 .90 
3f. Workbooks 4.0 .77 4.67 .47 3.75 .43 4.06 .73 
3g^ .Charts 4.0 .82 3.50 .50 4.33 .47 4.00 .76 
3g2 .Discussions 4.5 .68 4.00 .82 4.75 .43 4.50 .71 
3h. 
Facilitator’s 
Role 4.80 .60 4.67 .47 4.50 .50 4.71 .57 
4. 
Overall 
Content^ 3.10 .30 3.00 .00 3.00 .00 3.06 .24 
5. Questions^ 2.80 .40 3.00 .00 3.00 .00 2.88 .32 
®N=17 
^For these questions, number 3, Appropriate, was the desired 
response. 
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are certainly viewed as a most important aspect of this training pro¬ 
gram. 
Role playing was valued more by the graduate students, a 4.25, 
and the supervisors, a 4.20, than by the Interns with a 3.50. The 
mean for the total group was 4.09. 
Written responses in workbook received the lowest total mean of 
any variable measured, a 3.35. It is difficult to assess whether 
this rating is a true reflection of the workbook responses or of the 
lack of emphasis placed upon written responses by the Facilitator in 
this formative evaluation session. It is interesting to note that 
the sub-group which valued this variable most was the Interns and 
least, the supervisors. 
The workbooks themselves were again given the highest rating by 
the interns, however in this case the supeirvisors rated them more 
highly than the graduate students. 
The charts were rated highest by the graduate students, a 4.33, 
and lowest by the interns, a 3.50. The supervisors rated them a 4.0. 
The total group mean of 4.0 reflects the fact that the group did 
value these in the presentation. The term charts may have needed 
explanation to the group; this author intended it to include the 
large display of the feedback model, the prepared flip charts with 
the outlines, etc., and the charts which the group made together. 
The group may or may not have included all of these in their evalua 
tion. 
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The graduate students valued the discussions somewhat higher 
than the supervisors, 4.75 and 4.56 respectively. The interns were 
somewhat lower, with a 4.0. The total group mean of 4.50 indicates 
that the discussions were valued highly by all three sub-groups. 
The next variable, the Facilitator’s role, was never discussed 
during the day long presentation. Therefore, each participant has 
his/her own personal criteria regarding expectations of the role. 
The supervisor’s group gave the highest mean rating, a 4.8; the 
Interns next, with a 4.67 and the graduate students third, with a 
4.5. The total mean for the group was 4.71 indicating that the 
Facilitator did present the training program in a most meaningful 
manner. 
Question four asked the participants to rate the overall content 
of the program as 1-Too Easy, 3-Approprlate and 5-Too Difficult. The 
total mean for the total group was 3.06 with little differences 
between the sub-groups. Therefore, the content was rated as appro¬ 
priate. Question five was a check on the questions contained in the 
evaluations at the conclusion of each unit. The possible responses 
were 1-Too Easy, 3-Appropriate, 5-Too Difficult. It is interesting 
to note that both the interns and the graduate students rated them as 
appropriate, and the supervisors as slightly toward the "easy" side. 
The reader is reminded that the goal of the content segment of the 
evaluations was to reinforce learning; this was never made explicit 
to the participants and yet their overall rating was that the ques¬ 
tions were appropriate (2.88), regardless of the purpose. 
148 
There were three open-ended content questions for this evalua¬ 
tion. The results are presented in Table 12. 
Question six requested three criteria for giving effective feed¬ 
back; there was 100% correct response. The author questions whether 
it would not have been a better reinforcer of the nine criteria pre¬ 
sented for giving effective feedback to ask for a listing of five, 
rather than three, of the criteria. 
Question six had dual purpose and each factor was considered of 
equal importance to this dissertation. The first was to test the 
participants’ learning, and practice, of the skills of giving effec¬ 
tive feedback; the second was to get additional effective feedback on 
the training program Analysis of the responses to this question 
indicate that both objectives were achieved. However, the question 
was not specific enough in requesting that three responses be given. 
Therefore, the results for this particular question were computed in 
two ways. The first was according to the established pattern of the 
percentage of correct responses in relation to the total possible 
correct responses. Further analysis of the material indicated that 
the total number of responses given were correct; some respondents 
chose not to give three responses. This was particularly true in the 
case of negative or corrective feedback, and may be interpreted to 
indicate that they felt that they had been given ample opportunity to 
respond with suggestions for Improving the program and/or that the 
program did not merit three negative or corrective comments. 
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TABLE 12 
RESULTS OF CONTENT EVALUATION OF OVERALL PROGRAM® 
EXPRESSED IN CORRECT RESPONSES 
QUESTION # 
SUBJECTS' 
SCORE 
HIGHEST 
POSSIBLE 
SCORE 
PERCENTAGE 
6 48 51 94 
7a^ 49 51 96 
7a 49 49 100 
7b 34 51 67 
7b 34 34 100 
®N-17 
^he responses for questions 7a and 7b were computed in two differ¬ 
ent ways. The first was according to the established pattern of the 
number of correct responses in relationship to the highest number of 
possible responses. The second method, was the number of correct 
responses in relationship to the number of responses given. This 
latter emphasizes the fact the participants chose not to respond in 
three different statements. 
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The most Important aspect of the responses to this question, 
according to this author, Is that aU of the participants were able 
to demonstrate skills for giving effective feedback. 
The participants negative or corrective responses focused prl- 
®^rlly on factors associated with the time constraints, such as "more 
exercises to practice the skills". There were relatively few content 
revisions; however, these have been considered in revisions which 
have been made In the program. 
Further, it should be noted that several of the participants 
demonstrated a higher level of learning than was being measured by 
the evaluation. In response to the titles, Positive Feedback and 
Negative or Corrective Feedback, the adjectives were scratched out, 
so that the title read Feedback, This actually reflected one of the 
basic premises of the program—that the criteria for giving effective 
feedback are the same, whether that feedback is "positive" or "nega¬ 
tive", Further, several participants crossed out the word negative 
and left Corrective, demonstrating additional learning. 
The additional comments segment of this evaluation are cited in 
relationship to the three sub-groups. Sample responses from the 
supervisors were; 
I appreciate your grand efforts and feel that you have done 
some nice consciousness-raising as well as increased my self- 
expectations for supervisor performance. Thank you. 
Super-well organized. You are very caring and warm. Import¬ 
ant topics addressed. Video-tapes excellent. Best part on 
feedback. 
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A very useful workshop. Could have had more focus on develop¬ 
ing specific "skills”. 
Thank you! There were specific parts of the session which 
really helped me to think about my own interactions with super¬ 
visees. 
Some of the interns responses are: 
Thank you! I got a lot of useful information to help in my 
relationship as an intern and as a future supervisor. I can 
refer to workbook to help schedule feedback and structure 
time. 
Evaluation sheets at end of each section gave us a chance to 
give you immediate, specific feedback. 
Graduate students responses included: 
Very thorough. Excellent presentation. 
Kept interest. Lots of activity and variety. The 9 points of 
feedback worth focusing on. This is helpful, specific infor¬ 
mation. 
I learned a lot about the importance of supervision. 
Follow-Up Evaluation 
A follow-up study was conducted three to four weeks after the 
original training program. The purpose of this study was to achieve 
the following objectives: 
First, to reinforce the learning which occurred in the program. 
A questionnaire itself can function as a catalyst for thinking about 
and using the skills. This questionnaire was designed to help the 
participants think about and use the feedback skills in their super 
visory activities. 
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Results of this study are presented In Table 13. Two factors 
should be noted: 
1) Nineteen of the twenty participants completed the follow-up 
evaluation. This is an unusually high response for a mall question¬ 
naire. 
2) The three major units presented at the day-long session were 
evaluated, Establishing a Relationship, Establishing Structural 
Arrangements, and Giving Feedback. 
Question one asked the participants if they had an opportunity 
to use the skills emphasized in the program. Thirty-seven percent 
responded affirmatively. These respondents were then asked to rate 
the overall usefulness of the program on a 1 to 5 Likert scale, 1 
being the lowest and 5 the highest. Results for the total group 
indicate a score of 4.0, which indicates a high level of value. The 
supervisors yielded the highest mean, 4.33, which might have been 
anticipated. However, the interns* mean of 3.33, although signifi¬ 
cantly above the hypothetical mean of 2.5, is lower than antici¬ 
pated. 
The second question asked the participants to rate the useful¬ 
ness of the program for them in the future. The supervisors again 
gave the highest rating, a 4.2 mean rating, but there was little 
variance among the three sub-groups; both the interns and the gradu¬ 
ate students gave a mean rating of 4.0. Therefore, the mean for the 
total group, was 4.11, which indicated that they felt the program 
would be highly useful for them in the future. 
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TABLE 13 
RESULTS OF EVALUATION OF FOLLOW-UP STUDY^ 
Supervisors Interns 
Graduate 
Students 
Total 
Group 
Factors M SD M SD M SD M SD 
la. Usefulness now 4.33 .58 3.33 .58 4.25 .96 4.00 . 82 
2. Useful-future 4.20 .63 4.00 .82 4.00 1.15 4.11 . 76 
4. Value of units 
4a. Relationship 3.80 .63 3.75 .50 4.25 .96 3.89 .68 
4b. Structural 4.50 .71 4.00 .82 4.00 .82 4.28 .75 
4c. Feedback 4.60 .52 3.33 1.53 4.75 .50 4.41 .87 
^N=19 
15A 
Question three read as follows: 
Did the workshop have an Impact on your professional attitude?" 
The possible responses were Positive, Negative, and No Impact. In 
addition they were asked to specify which attitudes have changed. 
Ninety percent of the supervisors responded that it had a posi¬ 
tive Impact upon them; seventy-five percent of the Interns and one 
hundred percent of the graduate students responded in this same man¬ 
ner. Therefore, 89% of the total participants responded that the 
program had a positive Impact upon their professional attitudes. 
These results are presented in Table lA. 11% responded that it had 
No Impact upon their professional attitudes. In regard to this lat¬ 
ter group, it should be noted that there were two participants in it 
and one of the two spontaneously offered the comment that he/she had 
a positive attitude and philosophy before entering the program and 
that therefore there was no need to change. There were no responses 
to indicate that the program had a Negative Impact upon the partici¬ 
pants' attitudes. 
The respondents were asked to specify which attitude(s) has 
changed. Sample responses from the three sub-groups are cited below, 
because they are considered indicative of the learning program. 
Supervisors' comments included: 
My feeling of responsibility toward my intern has Increased and 
I feel more in control of how his internship will run. 
(Increased awareness of) ...whose needs are being met by a 
particular choice of action. 
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TABLE 14 
RESULTS OF FOLLOW-UP EVALUATION 
EXPRESSED IN CORRECT RESPONSES® 
Question # Percentage 
3. Positive Impact 89 
5a. Relationship 89 
5b. Structural Arrangements 100 
5c. Feedback 100 
^Although the total numbber of respondents was 19, one replied that 
she had been unable to use the skills because of illness; therefore, 
the results are computed on the basis of 18 respondents. 
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I think I will be more likely to be more sensitive to the 
Intern's needs as opposed to being concerned only with the 
service he/she delivers to fulfill ^ obligations. 
A sample of an Intern's response Is; 
My value as an intern. The fact that supervisor-intern rela¬ 
tionship is an interchange, both parties contribute to, 
A graduate student commented that his/her attitude about: 
The Importance of a thorough training-preparation for super¬ 
visors involved In internship programs. 
Question four asked the participants to rate each of the three 
units presented according to their value in the presentation. The 
three units were Relationship, Structural Arrangements, and Feed¬ 
back. 
Relationship was rated the lowest of the three units by the 
total group, although the mean of 3.89 was significantly above the 
hypothetical mean of 2.5. The graduate students gave the highest 
mean rating, 4.25 and the interns the lowest, 3.75. Supervisors 
rated the unit in a similar manner as the interns, a 3.8. This 
author questions whether these ratings are true reflections of the 
content and presentation of the unit, or whether they reflect the 
fact that almost one-third of this sample had taken a course which 
presented some of the same material. 
The Structural Arrangements unit was valued most highly by the 
supervisors; they gave it a 4,5 mean rating. It is not surprising 
that this unit had the greatest significance for the practitioners. 
However, both interns and graduate students gave the unit high rat¬ 
ings, 4.0. The total group mean was a 4.2. 
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The unit which was valued most highly was the feedback unit. 
This was as anticipated by the author for the central focus of this 
program was the unit on Giving Feedback. This rating indicates that 
the program did, indeed, emphasize the primary unit. The mean for 
the total group was 4.41. It is interesting to note that the gradu¬ 
ate students rated the unit somewhat, but not significantly, higher 
than the supervisors, 4.75 as compared with 4.60. The lowest rating 
was given by the interns, 3.33; it should be noted that there were 
three interns in this group and therefore the group rating was 
affected by the fact that one respondent gave the unit a 2, on a 
Likert scale of 1 to 5, 1 being the lowest and 5 the highest. Hov^ 
ever, after giving the two rating, the respondent then commented "I 
shared the materials with my supervisor.. .It provided an opportunity 
and structure for a very productive conversation”. To this author, 
this statement sounds incongruent with the rating given. 
Question five asked the participants to give one example of a 
skill that they have used in each category, i.e.. Relationship, 
Structural Arrangements and Feedback. These responses were analyzed 
in terms of being appropriate or inappropriate. 
Fifty percent of the participants did not respond to this ques¬ 
tion. It is hypothesized that the wording of the question was such 
that, if the individual were not in a supervisory situation at pre¬ 
sent, he/she did not feel that a response was necessary. This was 
not the intent of the question. 
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Of those who did respond, there was an extremely high percentage 
of appropriate responses, indicating that the skills emphasized in 
the program were being properly utilized (See Table 14). In the area 
of Relationship, 89% of the respondents gave appropriate responses. 
Sample responses are: 
I spend a (minimum) of a few days getting to know the Intern— 
as a person—before jumping into the hectic routine of a school 
psychologist. 
More careful attention to listening skills and checking my own 
voice "tone" and rate of speech. 
I have tried to attend to both the thoughts and feelings the 
intern is expressing rather than just the task at hand. 
For the variable of structural arrangements, 100% of the 
responses were appropriate. Sample responses from supervisors are: 
I have set up specific times to meet with my intern. 
I intend reviewing goals and objectives every month—formally. 
A sample intern response is: 
We use 15 minutes each morning for discussion of day’s schedule 
and 15 minutes at the end of the day to review how the day 
went. 
A graduate student wrote: 
Providing specific objectives and a calendar of my activities 
for coworkers. 
For the variable of feedback, the unit that was the focus of 
this training program, the responses were 100% correct. Sample 
responses from supervisors are: 
I gave a staff person specific and positive feedback regarding 
his performance in a particular situation. 
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I have attempted to follow the pattern discussed in the work¬ 
shop of sharing feedback, then suggestive feedback, followed 
and ending by a summary where the Intern expresses what they 
heard as well. 
An Intern states: 
I try to give my supervisor positive feedback when I can—she 
needs it too! She does such a great job and she deserves it!! 
Statements from graduate students Include the following: 
Specific behavioral focus to comments. 
Owned my feedback and worked on making it as specific as pos¬ 
sible. 
In the section on Additional Comments, a supervisor stated: 
The workshop was quite well done, superbly organized—and 
rewarding in tangible ways, too! (The Workbook). It should 
almost be a requirement for those who want to get interns in 
their systems. 
An intern stated: 
I am currently an intern. I shared the materials with my 
supervisor who did not attend the workshop. It provided an 
opportunity and structure for a very productive conversa¬ 
tion. 
A graduate student commented: 
This package relates to supervision 'generally'. It was 
useful and I appreciate all of your efforts. Thanks. 
In summary, this follow-up study indicates that the learning and 
the skills go beyond the program and are having a decided impact upon 
the participants in their professional endeavors. They were able to 
give specific and concrete examples of the use of the skills of 
establishing a relationship, establishing structural arrangements 
and, most importantly, giving effective feedback. 
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Summary 
The Introduction, and the four units of the training program, 
Establishing a Relationship, Establishing Structural Arrangements, 
Giving Feedback, and Reacting to Feedback, were evaluated. The 
results of the questionnaires which had been designed specifically 
for this study indicated that the participants valued the process and 
the content of the program most highly. 
The results have been described in detail in this chapter. In 
summary, for process evaluation, on a Likert scale of 1 to 5, 1 being 
the lowest and 5 the highest, the mean ratings for the total group, 
and for the three sub-groups were generally above 4.0. For content 
evaluations the correct responses were generally above 98%. Further, 
the follow-up study indicated that the impact of the program went 
beyond that day and has had a definite effect on the behavior and the 
attitudes of the participants. 
The next chapter will summarize the study and make recommenda¬ 
tions for further research. 
CHAPTER V 
SUMMARY AND RECOMMENDATIONS 
This chapter will summarize the study, discuss the limitations, 
and make recommendations for further research. 
Summary 
The purpose of this dissertation study has been to develop and 
evaluate a systematic training program for giving feedback in school 
psychology supervision, 
A comprehensive review of the literature was conducted and this 
author was unable to locate a training program for, or a model of, 
giving feedback in school psychology supervision. This review 
included the history of school psychology as a profession and the 
development of school psychology training programs, an examination of 
current internship superv<sion models and a review of major issues 
related to school psychology supervision and to feedback principles 
and practices. 
There is a consensus in the literature that the supervisory 
aspect of school psychology training lags far behind the field of 
school psychology in general and that there is a serious need for 
further research and development in this area. This author's 
experience as a practicing school psychologist and as both a field 
and a university supervisor, confirms this need. In fact, workshops 
and needs assessments conducted at the University of Massachusetts 
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over the pest three years, indicate that, although good supervisory 
experiences have taken place, very few of the field supervisors have 
had any formal courses in supervision. 
It is this author's belief that the key to a successful intern¬ 
ship experience lies in the nature and quality of the supervision 
given. The effective supervisor must not only have professional 
competence, but must be able to communicate this to the supervisee. 
Feedback is considered the most important component of the communi¬ 
cation process in supervision. 
Feedback has been defined, in this study, as the communication 
between a supervisor and a supervisee which provides the supervisee 
with information about some aspect of his/her apparent attitudes 
and/or behaviors and their potential effects. This communication 
involves both verbal and nonverbal behavior. 
This systematic training program is based upon an interactive 
model of giving feedback in supervision. The basic premise of the 
program is that feedback is not given in a vacuum; it is given in the 
context of the relationship between the supervisor and the super¬ 
visee, of the structural arrangements of supervision, and of the 
reaction to the feedback. These, in turn, have an impact on the 
feedback. Therefore, the four units of this training program are 
Establishing a Relationship, Establishing Structural Arrangements, 
Giving Feedback, and Reacting to Feedback. Unit III, Giving Feedback 
is the central unit, empasizing nine criteria for giving effective 
feedback. 
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The nine criteria, which have been identified by this author, 
are that Effective Feedback is: 
1. Immediate rather than delayed 
2. Descriptive 
3. Behavioral focus 
4. Concrete and specific 
5. Something that the individual can do something about 
6. Evaluative in a non-threatening manner 
7. Owned by the sender 
8. Sequenced properly 
9. Checked to insure clear communication 
This program was formatively evaluated with an appropriate group 
of school psychology supervisors. The primary instruments used to 
collect the data were a series of seven questionnaires designed 
specifically to evaluate the process and content of the program. 
This included a follow-up evaluation. 
The data was analyzed with the help of three external, trained 
evaluators. The results were analyzed for the total group and for 
three sub-groups. 
Results indicated that the participants gave uniformly high 
ratings to the process and content of the program. Process ratings 
for each unit included clarity, organization, usefulness and amount 
of material, as well as the value of the lecturettes, exercises and 
videotapes. Content questions were designed both to evaluate the 
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content and to reinforce appropriate learning. Overall evaluations 
of the program included the above areas of process and content, but 
were more global. A follow-up evaluation, three to four weeks after 
the training program, was designed to both assess the impact of the 
program as perceived by the participants and to function as a 
reinforcer of the feedback skills. 
On a Likert-type scale of 1 to 5, 1 being the lowest and 5 the 
highest, the mean ratings for the total group of participants were 
above 4 on most evaluations. Results of content questions indicate 
that the participants achieved a significantly high percentage of 
correct responses. Further, there were two open-ended questions 
requesting the suggestions for improving the unit and additional 
comments. 
The changes in the process and content of the original program 
as a result of the formative evaluation were primarily related to 
time constraints. The fact that the major modules of this training 
program were formatively evaluated in a one day workshop, rather than 
over a longer time span, had a definite impact on the previously 
cited evaluations. This is considered a limitation of this study and 
will be elucidated upon later in this chapter. 
The results indicate that the materials designed specifically 
for the program, the lecturettes, videotapes and group exercises, 
were most effective, and that the program was effectively implemented 
by the facilitator. The reader is reminded that this program is 
designed to be implemented by a skilled facilitator, one who has 
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professional competence In the areas of group training and group 
processes. In addition, a background in school psychology is 
preferred, 
The results of all the evaluations indicated that the training 
program communicated very effectively the skills of giving feedback 
in school psychology supervision. 
Limitations of Study 
To the best of this author's knowledge, this training program is 
the first to focus upon the skills of giving feedback in school 
psychology supervision. As with any initial project, there are some 
limitations; four will be cited. 
The primary limitation has to do with the fact that this train¬ 
ing program was presented in an abbreviated time span for the forma¬ 
tive evaluation. This program was designed to be implemented over a 
longer time period, i.e,, a minimum of three sessions. Therefore, 
the materials were developed for this temporal framework. An appro¬ 
priate population of supervisors was deemed most important for this 
evaluation. Because of the professional commitments of the sample, 
it was impossible to formatively evaluate the program in a series of 
sessions. Therefore, the formative evaluation of the major modules 
occurred within a one day program. 
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Formatively evaluating this program in a one day workshop format 
necessitated the adaptation of some of the materials. The lectur- 
ettes and videotapes were presented in their entirety, however the 
group exercises were curtailed somewhat; this latter factor had some 
effect on the participants’ experiences in, and evaluations of, the 
program. 
Further, within a relatively short time span, the participants 
were presented with a great deal of material and were asked to 
complete five written evaluations. Fatigue and "overload" were 
possible factors to be considered. 
The second major limitation of this program is that the primary 
materials, the manuals, videotapes, workbooks, and lecturettes have 
not been tested over a period of time. 
A third major limitation is that there is no summative evalu¬ 
ation of the program. The follow-up study evaluated the impact of 
the program, as perceived by the participants. There is no direct 
measure, such as a videotape, of a feedback session of the parti¬ 
cipant. 
The fourth major limitation is that there was no long range 
follow-up study. The one conducted for this study was implemented 
three to four weeks after the training program. 
The limitations cited provide the basis for implications for 
further research. 
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Implications for Further Research 
The basic design of this systematic training program for giving 
feedback In school psychology supervision which has been developed 
and evaluated In this dissertation Is an effective one. However, as 
previously stated, It represents a pioneer effort and an Initial 
project In this area. There Is a need for further research and the 
following studies are suggested: 
1. Replicate the formative evaluation In a longer time period 
than the one day workshop. This will provide further evaluation of 
the materials developed for this program and of the program Itself. 
2. Evaluate the materials and the program with various groups 
of school psychology supervisors, for example, school psychology 
supervisors representing different geographical areas or different 
university training programs. 
3. Obtain pre-and post-training data to measure the effective¬ 
ness of the training program. Videotapes could be made of super¬ 
visors giving feedback before the program to serve as baseline data. 
Other videotapes could be made of supervisors after completing the 
program and these could be analyzed to establish the effectiveness of 
the training. 
4. Measure the use of the nine criteria for giving effective 
feedback. Videotapes could be made of supervisors In feedback 
sessions and analysis made of the use of these specific behaviors. 
This analysis could be made by either the supervisors themselves. 
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other supervisors, supervisees, trained external observers, or teams 
composed of any of those previously cited. 
5. Implement the program with the following groups as partici¬ 
pants, and compare the results regarding the effectiveness of train¬ 
ing in feedback in supervision; all field supervisors, all super¬ 
visees, supervisors and their supervisees, graduate students prior to 
their internship experience. 
6. Compare the feedback experiences in the Internship of those 
individuals who had participated in the training program and those 
who had not. 
7. Match groups of supervisors, one group who had participated 
in the training program and one group who had not. Measurement of 
the feedback skills of the two groups could indicate the effective¬ 
ness of the training program. 
8. Conduct a follow-up study for the impact of the training 
program over a longer period of time than was measured by this 
project, such as six months to two years. 
9. Investigate the use of this model in other fields, such as 
counseling, teaching and social work. The content of the examples 
and cases presented would have to be changed to reflect the appro¬ 
priate field, but the basic process used for giving feedback in 
supervision would be the same. 
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Implications for Practitioners 
This program is designed to be used for training school psychol¬ 
ogy supervisors, be they current field supervisors or future ones, 
i.e., current school psychology graduate students and interns. As 
previously cited, the program, including all materials, has been 
developed to be used by a skilled facilitator, one with expertise in 
the fields of school psychology and of group processes. The follow¬ 
ing implications for practitioners are relevant. 
The first is that the program should preferably be implemented 
in a minimum of three sessions. This offers the opportunity for 
maximum utilization of the materials, specifically the manual, video¬ 
tapes, and group exercises. 
Further this will permit the participants to be given homework 
assignments. It is recommended that these latter encompass selected 
readings from the reference lists for each unit and practice of the 
skills being emphasized. The ideal method would be for the super¬ 
visors to videotape their practice sessions. If it is too difficult 
to videotape, as it often is in school situations, audiotaping can be 
used. However, the fact that the audiotape only records the verbal, 
and not the nonverbal, behavior must be cited. 
This program can be Implemented in a one day workshop format. 
However, adaptations must be made in the materials. The primary 
change would be that the Introduction, the first two units, Estab¬ 
lishing a Relationship and Establishing Structural Arrangements, and 
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the last unit, Reacting to Feedback, would have to be condensed in 
order to allow sufficient time for the central unit. Giving Feedback. 
It is believed that the program can be effective in this manner, 
however, it is certainly not as effective as in the previously cited 
longer format. 
A further suggestion for practitioners is that a manual be 
developed specifically for supervisees, to be used with this training 
program. 
Conclusion 
A systematic training program for giving feedback in school 
psychology supervision has been developed and formatively evaluated. 
The field of school psychology has recognized the importance of 
internship supervision and has recognized the fact that there is a 
lack of training materials in this area. This program was designed 
to meet one aspect of this need. 
This program is based upon the premise that the key to a 
successful internship experience lies in the nature and quality of 
supervision offered. The effective supervisor must have professional 
competence in school psychology and must possess effective feedback 
communication skills. 
Through the use of theoretical and experiential materials, this 
program is designed to increase the supervisor's repertoire of 
skills, by increasing his/her skills in giving feedback. 
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It is believed that this systematic training program for giving 
feedback in school psychology supervision makes a significant 
contribution to the field of school psychology! 
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APPENDIX A 
QUESTIONNAIRES USED IN DEVELOPMENT OF PROGRAM 
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Poor 
1 2 3 
Name_ 
SUPERVISORS 
Using the following scale, please rate 
your Intern in the following areas: 
Average Superior 
4 5 6 7 8 9 
Dependability in meeting placement requirements 
Reliability in performing assigned functions 
Flexibility in dealing with varying client characteristics 
.Initiative in working independently when appropriate 
Willingness to assume responsibility 
Ability to relate to assigned students 
Ability to relate to parents 
Ability to relate to school staff 
Ability to work within school system 
Utilization of supervision and other resources 
General level of performane 
VHiat do you see as your intern’s strengths within context of 
placement? 
Vfhat do you see as your intern's limitations within context of 
placement? 
How often were you able to meet with your intern? 
What would you have wanted your intern to have had additional 
training in? 
What areas would you have desired university support in? 
Would you be interested in a workshop in supervision? 
Do you have any preferences regarding the age, sex, or background 
experience of your intern? 
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Name_ 
INTERNS 
How often were you able to meet with your orr-site supervisor? 
In what ways was your on-site supervisor most helpful? 
What would you like changed or added to your on-site supervision next 
year? 
In what ways was your university supervisor(s) most helpful? 
What would you like changed or added to your university supervision 
next year? 
In what areas do you feel that you need additional training 
_Assessment (What area specifically _) 
_Counseling (What area specifically _) 
_Consulting (What area specifically _) 
_Evaluation and Research (What area specifically ) 
_Other (What _) 
What areas would you have desired university support in? 
Considering your total training, how important do you feel was your 
internship experience? 
_Very important _Important _^Not very important 
Any other comments? 
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APPENDIX B 
CORRESPONDENCE TO PARTICIPANTS 
' SCHOOL OF EDUCATION 
INHUMAN SERVICES AND APPLIED 
BEHAVIORAL SCIENCES DIVISION 
' HI US SOUTH 
Dear 
September 8, 1982 
^ hope that you will be able to attend a workshop on Giving 
Feedback in School Psychology Supervision on October 6th, from 9 to 
J:30, in the Campus Center at The University of Massachusetts. 
Amherst. 
This program is designed as a collaborative effort. You will be 
helping me to evaluate the program for giving feedback in IHhool psy¬ 
chology supervision which I have developed for my dissertation. I 
will be helping you to expand your present repertoire of supervisory 
skills, emphasizing the area of feedback. 
I have developed what I consider to be a unique model for feed¬ 
back, which takes into account not only the interaction between the 
supervisor and the supervisee, but also the context, i.e., the rela¬ 
tionship and structural arrangements, in which the feedback is given— 
and is received. This design will emphasize specific criteria for 
giving feedback, using case histories and examples from our field of 
school psychology. This program will combine theoretical and experi¬ 
ential materials. 
Some school systems have already approved attendance at this 
workshop, as it is viewed as in-service training. Please indicate on 
the enclosed card whether you will attend, and return it to me as 
soon as possible. 
Thank you! 
Sincerely, 
Shirley S. Siff 
Ena V. Nuttall 
School Psychology Program Director 
I SCHOOL OF EDUCATION 
HUMAN SERVICES AND APPLIED 
;^EHAVIORAL SCIENCES DIVISION 
! HILLS SOUTH 
! 
I 
i 
September 29, 1982 
Dear 
I am pleased that you will attend the Workshop on "Giving 
Feedback in School Psychology Supervision" on Wednesday, October 6. 
The specifics are: 
TIME; 9:00-3:30 
PLACE: Murray D. Lincoln Campus Center 
University of Massachusetts 
Amherst, Mass. 
ROOM: 165-169 
PARKING: Campus Center Garage 
LUNCH; Either "Brown Bag It"—or purchase 
it in the Campus Center—your choice! 
"Coffee and"—will be provided. 
See you on the 6th. 
Sincerely, 
I 
1 
Shirley S. Siff 
SCHOOL OF EDUCATION 
UMAN SERVICES AND APPLIED 
HAVIORAL SCIENCES DIVISION 
HILLS SOUTH 
October 25, 1982 
Dear 
I was so pleased that you attended the workshop on Giving 
Feedback in School Psychology Supervision. 
As a final data-gathering device, I am asking you to complete a 
follow-up questionnaire. (It will take approximately 5-10 minutes). 
I need this to complete my research by November 1st! Please help me 
by returning it in the enclosed envelope immediately! 
Again, thank you for your participation. 
Sincerely, 
Shirley S. Siff 
P.S. Please check your workbooks. Some of the unit evaluations were 
not turned in; if you have one, enclose it. 
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November 9, 1982 
Dear 
I cannot complete my research until all the follow-up 
evaluations are returned. Since they were anonymous (for obvious 
research reasons), I am unable to determine which ones have been 
completed and which have not. All I know is that I am missing five 
evaluations I 
If you have not returned yours, please do so immediately! If 
you need a new follow-up evaluation form, please call me collect at 
617-757-3117, and I will send you one. 
Again, I thank you for your participation! 
Sincerely, 
Shirley S. Siff 
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INTRODUCTION FOR FACILITATOR 
Purpose of the Manual 
This manual is designed to facilitate the implementation of a 
systematic training program for giving feedback in school psychology 
supervision. 
It has been developed to be used in conjunction with other 
training materials designed specifically for this program, i.e., 
charts, videotapes, and workbooks. 
Purpose of the Training Program 
This training program has been developed to train school psy¬ 
chology supervisors, university and field, in the skills of giving 
feedback in supervision. However, supervisees can also attend and 
can learn the skills and "help" supervisors to acquire them. Thus, 
although this program was originally intended for, and focuses upon, 
supervisors, it has been proven effective for supervisors and for 
supervisees. 
Basic Premise of Program 
The basic premise upon which this program is based is that the 
key to a successful internship experience lies in the nature, qual¬ 
ity, and effectiveness of supervision given. The effective super¬ 
visor must not only have professional competence, but must be able to 
communicate this to the supervisee. Feedback is considered the most 
important component of the communication process in supervision. 
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Skills of the Facilitator 
This manual Is designed for use by a skilled facilitator. 
The term facilitator Is used for the Individual who Implements 
this program, rather than trainer, Instructor, teacher, or leader 
because these latter terms have some Implications of hierarchy and 
authority to this author. Further, there seems to be an Implied ele¬ 
ment of the "active leader" and the "passive learner;" this program 
emphasizes the active learner, whether that learner be a participant 
or a facilitator. 
The term skilled refers to the expertise needed by the facilita¬ 
tor. It Is assumed by this program that the facilitator Is highly 
skilled In the area of group processes and group leadership. There¬ 
fore, competence Is assumed In such basic group concepts and tech¬ 
niques as establishing a climate conducive to learning, being able to 
establish a group Identity while accepting all members and respecting 
their Individuality, and knowing how and when to encourage Individual 
participation, and how to curtail It In the Interest of the larger 
group. 
Knowledge of, and expertise In, the field of school psychology 
Is a preferred but not an absolute prerequisite for Implementing this 
program. Experience In school psychology does enable the facilitator 
to share his/her own experiences, as appropriate. 
The facilitator Is expected to be thoroughly knowledgeable con¬ 
cerning the material contained In this program. The facilitator 
should model the concepts and skills presented therein. The four 
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major units of the training program may be viewed as a paradigm for 
the facilitator in his/her interactions with the participants. These 
units are: 
1) Establishing a Relationship — with your participants 
2) Establishing the Structural Arrangements — of the program 
Goals and objectives 
Procedures — including the time frame of various units, 
and of coffee and lunch breaks 
3) Giving Feedback 
4) Reacting to Feedback 
Assumptions About Human Nature and About The Supervisory Process 
This program is based upon certain assumptions about human 
nature and about the supervisory process which should be clearly 
stated and understood in order for effective Implementation. 
Assumptions About Human Nature 
The author's personal philosophy about human nature has provided 
the basis for the following assumptions regarding the participants; 
A deep respect for their basic dignity as human beings . 
A deep respect for their knowledge and expertise as school 
psychology supervisors 
A belief that they are motivated to learn and to improve 
their knowledge and skills 
A belief that they are open to sharing their experiences. 
Assumptions About The Supervisory Process 
This training program will utilize the 
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concept of "reflexive 
coherence" as a frame of reference, to reflect the author's personal 
assumptions. The term 'reflexive coherence" was used by John Wldeman 
(1971) In regard to counselor education programs. 
The term 'reflexive coherence' Is used to denote the extent 
to which a counselor education program Itself expresses the 
educator's own stated convictions about the nature of man and 
how he learns (1971, p. 111). 
For example, the "reflexlvely coherent" school psychology supervisor 
listens to the Intern and appreciates what he/she Is trying to do In 
the same manner as the school psychologist listens to a client and 
appreciates what he/she Is trying to do. This program will "listen 
to" and "appreciate" the participants. 
It should be noted that Wldeman states that the "data available 
Indicates the reflexlvely coherent programs multiply and deepen 
learning, while reflexlvely Incoherent programs tend to be least 
effective, even damaging, because of bullt-ln self-contradictions and 
mixed messages” (1971, p. 111). 
The basic assumptions about the supervisory process upon which 
this program Is based are that: 
The effective supervisor uses good communication skills 
Feedback Is an Important component of supervision 
The skills and techniques of feedback In supervision can be 
taught—and can be learned 
Supervisors who have been trained In the skills of giving feed¬ 
back will be more effective supervisors 
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More effective supervisors enjoy their supervisory activities 
more 
More effective supervisors facilitate the development of more 
competent interns 
Good supervision leads to good professional performance. 
Terminology used in the program 
It should be evident that the author has followed the American 
Psychological Association’s Guideline for Nonsexlst Language; this is 
a reflexively coherent position. The only exceptions to this lang¬ 
uage usage are direct quotations from other authors. 
The facilitator should familiarize hlra/herself with the follow¬ 
ing terms which are used in the program: 
School Psychologist: A professional who is trained in the 
fields of psychology and education (Bardon & Bennett, 1974; 
Blanco, 1970; Grubb, 1981; Pennington, 1977; Tindall, 1979. 
Supervisor: "One who supervises...work done by others" (The 
Random House Dictionary of the English Language, 1973). 
University Supervisor: Faculty member on the university staff 
who has primary responsibility for the internship experience. 
Field Supervisor or On-Site Supervisor: The on-site school ps^ 
chologlst who has primary responsibility for the day-by-day 
Internship experience. In general, this is a certified school 
psychologist who is employed by the local school system. 
Internship: Field placement which provides the "trainee with 
the opportunity to take substantial responsibility for carrying 
out major professional functions in the context of appropriate 
supervisory support, professional role modelling, and awareness 
of administrative structures". (APA, 1979a, p. 18). 
Feedback: Communication between a supervisor and a supervisee 
which provides the supervisee with information about some aspect 
of his/her apparent attitudes and/or behaviors and their poten¬ 
tial effects. 
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Chart: The texnn chart applies to the charts which were filled 
in prior to the training program to emphasize the major points 
of the program. 
Videotape: The term videotape refers to the tapes which were 
designed specifically for this program. 
Workbooks: This refers to the workbooks which were designed for 
the individual participants in the program. 
Training Model 
This training program represents an eclectic approach to feed¬ 
back in supervision. It combines theory with skills training, i.e., 
there will be didactic and experiental material. Research has indi¬ 
cated that the most effective training programs involve both didactic 
and experiental materials (Ford, 1979; Ivey, 1981; Kratchowlll, 
1981). 
Theoretical material has long been emphasized in school psychol¬ 
ogy; however, the effectiveness of skills training in other fields, 
such as counselor education can easily be applied to school psychol¬ 
ogy. This program is based upon the conviction that a combination of 
theory and skills training is needed to maximize learning in the 
skills of feedback in supervision. 
The basic format for this training program is: 
1. Lecturette -to provide a theoretical overview of material. 
2. Group Participation - in theory presentations. 
3. Videotapes -to illustrate the skills. 
4. Worksheets -to analyze skills demonstrated on videotapes. 
5. Group discussions 
6. Group exercises ~to practice the skills. 
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Orgnanlzatlon of the Manual 
This manual is divided into six units: Introduction, Establish¬ 
ing a Relationship, Establishing Structural Arrangements, Giving 
Feedback, Reacting to Feedback, and Feedback on the Feedback Model. 
The Introductory unit provides the background material for the 
training program. It sets forth the need for, and the purpose of, 
this program, the theoretical concepts and assumptions underlying the 
program, and an overview of the feedback model which is the basis of 
the training program. 
Feedback is viewed in this model as being interactive with the 
relationship and structural arrangements between the supervisor and 
the supervisee. Therefore, feedback cannot be given in a vacuum, but 
must be given in the context of the relationship and of the struc¬ 
tural arrangements. 
Unit I sets forth the importance of the relationship and how to 
establish a positive relationship for giving feedback in supervision. 
Both verbal and nonverbal behaviors are important elements in this 
process. 
Unit II describes the structural arrangements which are basic 
factors in the feedback process in supervision. Structural arrange¬ 
ments has two major components, the goals and objectives of the 
internship, and the procedures of supervision. 
Unit III establishes How To Give Feedback in supervision. The 
necessary prerequisites to the feedback giving are discussed and the 
nine criteria which have been Identified as essential for effective 
feedback are cited. 
207 
Unit IV, Reacting to Feedback, aims at increasing the awareness 
of the supervisor, and of the supervisee, to how the feedback is 
being received. 
The final unit's goal is to get feedback on the feedback model, 
i.e., to get feedback on this systematic training program. This 
models the feedback process in supervision. 
Presentation of The Feedback Model and Overview of Training Program 
exclusive. The units represent the basic units for the training 
program. 
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Length of the Program 
This training program and this manual are designed for use in a 
minimum of three sessions. They can be utilized as the basis for a 
semester long course. Further, it is possible to Implement segments 
in a one day workshop program. In order to accomplish this, adapta¬ 
tions must be made in the materials; the primary ones are condensa¬ 
tions of the Introductory, Relationship and Reaction units. The 
author should be consulted for recommendations regarding this. 
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INTRODUCTION TO TRAINING PROGRAM 
LECTURETTE: 
Welcome 
One of the basic tenets of supervision is Know Yourself - Know 
your strengths and know your weaknesses. Effective supervision calls 
for a range of approaches and skills. This program is designed to 
Increase your repertoire of skills in feedback, while encouraging you 
to maintain your own unique style of supervision. 
Although this program was originally designed for supervisors, 
it has been proven to be effective for supervisees, also. 
One of the first goals of this program is to establish an 
environment which is warm, safe and supportive; an environment where 
one feels free to share escperiences and expertise, to reinforce some 
old concepts and behaviors, and to try out some new concepts and 
behaviors. Some call this a laboratory setting. 
The first step in this process is to Introduce ourselves: 
Names 
Positions 
Locations 
Brief statement describing oneself 
(Facilitator starts this process - models it.) 
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NOTE TO FACILITATOR; 
1. Give out workbooks. Explain to participants that the 
workbook follows the basic format of the program and that the goals 
and objectives and major segments of each unit are outlined in them. 
In addition, there is a selected bibliography at the conclusion of 
each unit. These workbooks are for the individual participants to 
use during the program, in order for them to be able to write their 
own notes, and these workbooks can be taken with them when the 
program is completed, in order for them to be used as a reference in 
the future and to reinforce the program learning. 
2. Refer to chart and workbooks. 
LECTURETTE: 
Purpose of the Program; 
The purpose of this program is to provide a systematic training 
program for giving feedback, verbal and nonverbal, in school psychol¬ 
ogy supervision. 
Need for this Program 
The need for a training program in supervisory skills in school 
psychology supervision is well documented in the literature and by 
the author’s personal experiences as a university and a field super¬ 
visor. 
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Ryan, Lombardi, Liederman and Zelinger stated in 1980 that the 
Issue of training professionals in how to supervise is a neglected 
area and merits further investigation" (p. 220). 
Literature searches both computerized and "hand" have failed to 
locate a training program, or a model of giving feedback in school 
psychology supervision. In fact, a computerized search of the topic 
Feedback in Supervision in the major journals in psychology, educa¬ 
tion, and business management produced 173 citations in these fields; 
of these 71 were in management and/or business, 46 in education and 
56 in psychology. Not one entry focused specifically on feedback in 
school psychology supervision! 
The author’s personal experience indicates that university and 
field supervisors, although certified and competent school psycholo¬ 
gists, have seldom had formal training in the skills of supervision. 
James Murphy (1981) stated it well; "Knowledge of, and expertise in 
the practice of school psychology is a necessary but not a sufficient 
condition for supervisory competence" (p. 422). It is this author’s 
belief that one of the major factors that makes school psychology 
supervision so difficult is that supervisors are put in a position of 
having to do a job for which they have not been formally trained. 
NOTE TO FACILITATOR; Ask the group to share their experiences to 
confirm the need for the program. Exploration of specific needs of 
the participants in group can be conducted at this time or at con¬ 
clusion of Introductory Module, at the discretion of the Facilitator. 
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LECTURETTE 
Basic Concepts 
The basic conviction underlying this program Is that the key to 
a successful Internship lies In the nature, quality, and effective¬ 
ness of the supervision given. Further, supervisors who have been 
trained In the skills of giving feedback In school psychology super¬ 
vision will be more effective supervisors, and more effective super¬ 
visors will help facilitate the development of more competent 
( 
Interns. Intrinsic In this. Is that the effective supervisor uses 
better communication skills and that feedback Is the most Important 
componant of the communication process. 
Assumptions About Human Nature 
The author’s personal philosophy about human nature has provided 
the basis for the following assumptions regarding the participants: 
A deep respect for your basic dignity as human beings 
A deep respect for your knowledge and expertise as school 
psychology supervisors 
A belief that you are motivated to learn and to Improve your 
knowledge and skills 
A belief that you are open to sharing your experiences. 
Assumptions About the Supervisory Process 
The basic assumptions about the supervisory process upon which 
this program Is based are that: 
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The effective supervisor uses good communication skills 
Feedback is an important component of supervision 
The skills and techniques of feedback in supervision can be 
taught—and can be learned 
Supervisors who have been trained in the skills of giving 
feedback will be more effective supervisors 
More effective supervisors enjoy their supervisory activities 
more 
More effective supervisors help facilitate the development of 
more competent interns 
Good supervision leads to good professional performance. 
It is the author’s belief that the personal and professional 
skills which are Important in supervision are dependent, in large 
part, upon the supervisor’s skills in communicating with the super^ 
vlsee. "Research indicates that the supervisor spends over 70 per¬ 
cent of his/her time either talking or listening” (Miltz and Kanus, 
1975, p. 343). 
What is effective communication? Mill states that "Effective 
communication exists when a message is received as it is intended” 
(1976b, p.31). 
Feedback is especially important in supervision for, regardless 
of the skills, knowledge, and expertise of the supervisors, the 
supervisor’s ability to provide feedback to their supervisees about 
their Internship performance determines the quality of the super¬ 
vision. "The supervisor teaches and the supervisee learns through 
feedback” states Alfred Kadushin (1976, p. 175). 
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Curtis and Yager (1981) state that: 
The primary goal of the supervision is to develop in 
supervisees the skills to seek out and accept constructive 
feedback (external input) regarding their actions and to 
incorporate that information in Improving the quality of 
interaction with the environment (performance), (p, 433) 
Definition of Feedback 
The definition of feedback which will be utilized in this study 
is that of communication between a supervisor and a supervisee which 
provides the supervisee with information about some aspect of his/her 
apparent attitudes and/or behaviors and their potential effects. The 
fact that this feedback occurs in an internship setting, which is, in 
effect, a teaching and learning situation, adds another dimension to 
the feedback phenomenon. This differs from the feedback which occurs 
in other situations; these definitions will be explored further in 
Unit III, Giving Feedback. 
The goal of feedback in a supervisory relationship is to confirm 
and to improve the professional performance of the supervisee. 
Supervisory Role 
The supervisory role will be conceptualized as that of an educa¬ 
tor, although recognition will be given to other views of the super^ 
visory process, such as therapeutic, performance skills, body of 
knowledge, consultive, and administrative. The supervisor as an 
educator focuses on drawing out the students, confirming their know¬ 
ledge, and providing theoretical background for the subject matter 
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(Wideman, 1982). The supervisor also teaches as an educator, and 
■focuses on some knowledge or expertise that he or she wishes to 
transmit (Bernard, 1979, p, 64) to the supervisee and does transmit 
it. Alessi et al., state that "Field supervision consists of good 
teaching” (1981, p. 466). 
The Supervisor as therapist orientation would be the approach of 
Rogers, and of Ekstein and Wallerstein whereas the supervisor focuses 
on the personal and emotional life of the students (Bernstein & 
Lecomte, 1976; Brammer & Wassmer, 1977). This area could also in¬ 
clude the supervisor serving as a "co-therapist” with the supervisee 
(Ford, 1979). 
Performance skills orientation is the approach where the super¬ 
visor is a trainer, shaping specific counseling behaviors, such as 
eye contact, hand movements, etc. (Bernier, 1980, Ivey, 1981). This 
behaviorally oriented model has the supervisor assuming the role of 
an objective skills trainer (Ford, 1979). 
The Body of knowledge model is the approach where the supervisor 
emphasizes the conceptual or theoretical evaluation of the client. 
Supervisors serve as "expert instructors in a particular theoretical 
framework for understanding and diagnosing client complaints” 
(Bernier, 1980, p. 15). This would seem to be the approach which 
others label as the supervisor serving as a teacher. The teacher- 
student relationship results in a "learning process resulting in cor¬ 
rection, direction and information (Bernstein & Lecomte, 1976, pp. 
28-29). 
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There is some evidence to support the fact that supervision 
should be considered a consultation role, in the sense that the 
supervisor "guides, evaluates, reviews and directs" (Alpert, Silvei- 
stein & Haynes, 1980, p. 244), 
It is this author's belief that the supervisor as educator 
includes these other roles as a part of the supervisory process, 
although the focus is upon the teaching and educational aspects. In 
this training program, the supervisor will be viewed as an educator 
and the supervision process as a teaching-learning process. 
ROLE OF SUPERVISOR 
EDUCATOR 
THERAPEUTIC PERFORMANCE SKILLS BODY CONSULTATION 
OF 
KNOWLEDGE 
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One final conment in regard to the role of the supervisor: It 
is the author’s conviction, based upon professional experience and an 
extensive search of the literature, that three kinds of supervision 
should be involved in any internship experience—university super¬ 
vision, field supervision, and peer supervision. Implied in all of 
these and basic to all—is self-supervision, which may, in fact, be 
the ultimate goal of all supervision. 
This training program is designed to enhance the supervisory 
skills of all supervisors—university, field, and peer. 
Training Model 
This training program represents an eclectic approach to feed¬ 
back in supervision. It combines theory with skills training, i.e., 
there will be didactic and experiential material (Ford, 1979; Ivey, 
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1981; Kratochwill, 1981). 
Theoretical material has long been emphasized in school psych¬ 
ology, however the effectiveness of skills training in other fields, 
such as counselor education has been proven and this can easily be 
applied to school psychology. This program is based upon the convic¬ 
tion that a combination of theory and skills training is needed to 
maximize learning in the skills of feedback in supervision. 
The basic format for this training program is: 
1. Lecturette—to provide a theoretical overview of material 
2. Group participation—in theory presentations 
3. Videotapes—to illustrate examples of skills 
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4. Worksheets—to analyze video skills 
Group exercises—to practice the skills and worksheets to 
analyze these 
6. Group Discussions—regarding exercises 
NOTE TO FACILITATOR; 
1) Explore whether there are any questions regarding the intro¬ 
ductory material—or any comments participants wish to make, 
2) Explore group needs, i.e,, individual needs of group members, 
in areas of feedback in school psychology supervision; if this were 
done at an earlier section of the Introduction, these can be referred 
to and added to, at this time. The facilitator can initiate this 
discussion by citing a specific need in this area. For example, "I 
would like to know how to tell my intern that his report was not well 
organized and was difficult to read”. These needs should be listed 
on a chart, grouped if possible, and referred to throughout the pro¬ 
gram as the issues are addressed. 
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presentation of The Feedback Model and Overview of Training Program 
This is an interactive Model; the categories are not mutually 
exclusive. The units represent the basic units for the training 
program 
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ESTABLISHING A RELATIONSHIP 
UNIT I 
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NOTE TO FACILITATOR; REFER TO CHART AND TO OUTLINE IN WORKBOOK 
LECTURETTE: 
ESTABLISHING A RELATIONSHIP 
OR 
HOW IMPORTANT AM I TO YOU ANYWAY? 
Relationship is viewed as a major factor in supervision. The 
relationship between the supervisor and the supervisee provides the 
context in which the feedback is given—and is received. The nature 
and quality of the relationship has a direct impact upon how the 
feedback is processed by the trainee; this in turn, has direct impact 
upon the nature of the feedback given by the supervisor. 
Therefore, the nature of the relationship in feedback is 
cyclical and interactive. 
RELATIONSHIP 
t 
FEEDBACK 
INTEBIN SUPERVISOR 
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FACILITATOR; REFER TO CHART AND TO WORKBOOK 
Goals of this unit; 
To understand the importance of a positive relationship between 
supervisor and supervisee and how to establish this relationship. 
Objectives of this unit; 
1. To learn the importance of the relationship in supervision 
2. To identify different factors which contribute to a positive 
relationship 
3. To learn how to convey Information which is important in a 
positive relationship 
4. To practice some techniques, verbal and nonverbal, which are 
important in establishing and maintaining a positive relationship. 
LECTURETTE; 
Importance of Relationship 
It is this author’s belief that building a positive relationship 
in supervision is based on a combination of skills and an underlying 
philosophy of genuine caring and understanding. Therefore, this pro¬ 
gram differs significantly from those which emphasize only training 
in skills. 
The Importance of the relationship is well documented in the 
literature, especially in the field of counseling. Based upon the 
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personal and professional experiences of the author, this program 
sets forth that the relationship is as Important in supervision as it 
is in counseling. 
The literature cites the following: 
1. In counselor education, the relationship between the supet^ 
visor and the supervisee is considered by many to be the most impor¬ 
tant aspect of supervision, regardless of the approach utilized. 
"Arbuckle (1963, 1965), Boy and Pine (1966), Levy (1968) and Patter¬ 
son (1964b, 1967) have stressed the counselor-supervisor relation¬ 
ship" (Bernstein & Lecomte, 1976, p. 28). 
2. "The variables found to be effective in psychotherapy should 
logically be applied to the supervisory relationship" (Truax & Cark- 
huff, 1964, p. 243), i.e. "conditions of empathlc understanding and 
unconditional warmth for the trainee in a relationship characterized 
by transparency and self-congruence" (Truax & Carkhuff, 1964, p.244). 
3. Carl Rogers' emphasis on the importance of the relationship 
in counseling, that it be genuine, warm, supportive and that it con¬ 
vey acceptance and respect to the client, (Rogers, 1965, p. 432) can 
be applied equally to the supervisor-supervisee relationship. The 
"necessary and sufficient conditions" and the unconditional positive 
regard needed for the therapeutic relationship are the same for a 
supervisory relationship. 
4. The development of a "facilitative relationship” is the most 
important stage in the supervisory process, according to D.J. 
Delaney. He states that "Unless a facilitative relationship is 
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established one that is characterized by understanding, acceptance 
and honestjr““ there can be no further movement or development in the 
supervisory process". (Delaney, 1972, p. 48). The goal of this type 
facultative relationship is to help the supervisee realize that the 
supervisor is a helper, not an authoritarian figure, who criticizes 
or threatens. 
This author agrees, and believes that the time spent in the be¬ 
ginning establishing a relationship is time well spent 1 
EXERCISES; 
1. INDIVIDUAL EXERCISE; 
What is a positive relationship? 
Think of an individual with whom you have a positive relation¬ 
ship. What makes for this relationship? How would you describe it? 
Write down your thoughts in your workbook. 
What is it that contributes to a positive supervisory relation¬ 
ship? Write these in your workbook. 
2. GROUP EXERCISE; 
1. Group brainstorms—makes a chart together. 
2. Compares their chart with pre-made chart from the literature 
which contains; 
1. Time; Immediate and Long-Range 
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2. Personal Characteristics—Qualities 
Examples: 
Empathlc 
Congruent 
Warmth 
Mutual trust 
Mutual confidence and respect 
Confrontive 
Open 
Safe 
Caring 
3. Professional Competencies 
Skills and Expertise (Reminder—professional skills are 
a necessary but not sufficient condition for super¬ 
vision) 
Strengths and weaknesses 
Self-disclosures 
Availability 
4. "Source of adult rewards" 
Lunch, dinner, a card, praise for well done work, 
etc, 
5. Teaching and learning styles of supervisor and 
supervisee. 
My style of dealing with referrals, of writing case 
reports, etc. 
The multi-faceted skills and abilities needed in supervision 
were summarized in an American Psychological Association Workshop 
(Jackson & Bernauer, 1977). They include: 
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!• Skill in professional consultation and guidance of others* 
2. Ability to: 
a* inspire confidence and respect 
b. inspire personal growth in others 
c. manage technical details in perspective to major role 
d. evaluate competence broadly in relation to scope of 
psychologist's role 
e. be a troubleshooter 
f. interpret program and procedure 
g. accept, and work through, the formal procedures of 
due process. 
3. Demonstrated breadth and depth of knowledge in the field. 
4. Practical experience in the work to be supervised (Jackson & 
Bemauer, 1977, p. 25). 
How to Establish a Positive Relationship in Supervision 
This is accomplished through the basic communication skills of 
verbalization, active listening or attending, and nonverbal 
behavior. 
As previously cited, this program emphasizes a combination of 
skills and a theoretical and philosophical background of caring and 
understanding. It is believed that the basic communication skills 
are tools, which can be used effectively only when used with under¬ 
standing and caring. 
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NOTE TO FACILITATOR; It is important at this point for you to check 
with the group and find out how many have taken Allen Ivey's Micro- 
counseling or Basic interviewing course—or a similar one. The 
material should be adapted accordingly, i.e., if a number of the 
participants have taken this type course, the presentation can be 
given in a condensed form; if they have not taken a course of this 
type, the material should be presented as is, and worksheets and 
materials may have to be adapted, i.e., simplified somewhat. 
If a percentage of the group have taken a course like this, 
these people can serve as "resource people" for the larger group; 
i.e, they can be placed in various small groups for the role playing 
exercises, in order to share their expertise. 
LECTURETTE (continued): 
Let's begin the communication skills with nonverbal communica¬ 
tion, which was the least emphasized skill in most of our school 
psychology graduate training. 
Nonverbal Communication: 
Research indicates that 65-95% of all communication between 
individuals is nonverbal communication (Wilbur & Wilbur, 1980, p. 
204). Allen Ivey and his colleagues state that 85% or more of our 
communication is nonverbal (Ivey, 1981). 
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EXERCISES; 
1. Dyads: We’ll work in dyads for this brief (approximately 2 
minutes) exercise. 
One person will verbally communicate about his/her summer; the 
other will nonverbally communicate his/her understanding and 
reactions. At the end of 2 minutes, switch roles, so that the 
verbal participant is now the nonverbal one. Repeat the exer¬ 
cise. Then verbally discuss what each was trying to—and did— 
communicate. 
2. Entire Group; What are some factors which you have identified as 
Important in nonverbal communication as a result of the above 
exercise? 
(A list is generated by the group—written on newsprint. This 
list is compared with preprinted chart list which is derived 
from the literature.) 
Pre-printed Literature List^ 
1. Eye Contact—Culturally appropriate 
Facilitator should cite that direct eye contact is primarily 
middle class American and compare this with Hlspanlcs, where 
young are taught it is disrespectful to maintain eye to eye 
contact with adults, and Middle Eastern, where males do not 
maintain eye to eye contact with females. Facilitator can 
^The author acknowledges the work of Brammer, 1977, Haase & 
Tepper, 1972 and Ivey, 1981, in the development of this list. 
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comment about problems caused by this cultural difference for 
Hispanic school age children—and should ask for other examples 
from the group. 
2. Facial Expression 
Smiles 
Frovms 
Clenched jaw 
Furrowed brow 
Body Language—Again culturally appropriate 
Open—closed 
Trunk lean (forward—backward) 
Posture 
Body Movements 
Head Movements—head nods 
Arm Movements 
Leg Movements (open—closed) 
Hand Movements (open hand, clenched fist) 
4. Movement Synchrony (Ivey, 1981), 
Movement complimentarity i.e., one talks, one nods 
Movement dissynchrony 
5. Physical Space (Ivey, 1981) or Distance (Haase & Tepper, 1972) 
Again, there are cultural differences: Americans, 3-4 feet 
(Brammer, 1977); others closer or farther. 
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NOTE TO FACILITATOR; 
It is possible to show the videotapes on Relationship at this 
point, and to analyze them In regard to nonverbal behavior. There 
are two videotapes, of approximately two minutes each. Illustrating 
"poor" and "good" techniques for establishing a relationship In sup¬ 
ervision. It Is suggested that one be presented and analyzed and 
then the second presented. 
The Relationship Observation Sheet In the Workbook Is appro¬ 
priate for this, using Section One only. 
Communication In supervision usually Involves a combination of 
verbal and nonverbal techniques. Often the two are used together In 
basic listening skills. 
Basic Listening Skills; 
What listening does for the listener can be a growth experience 
In Itself. 
"Not the least Important result of listening Is the change that 
takes place within the listener himself. Besides providing more In¬ 
formation than any other activity, listening builds deep, positive 
relationships and tends to alter constructively the attitudes of the 
listener. Listening Is a growth experience." (Rogers & Parson, n.d. 
p. 78). 
FACILITATOR; REFER TO CHART AND WORKBOOK AND CONTINUE LECTURETTE: 
Basic listening skills, as defined by Allen Ivey, Involve Open 
and Closed Questions, Minimal Encouragers, Paraphrases, Reflection of 
Feeling, and Summarization. 
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These will be defined, with examples, and then you will have the 
opportunity to view a videotape to demonstrate them. You will ana¬ 
lyze the skills used on the videotape individually and as a group, 
and then you will have an opportunity to practice them, and to get 
"feedback" on your practice. 
Open Questions begin with What, Could, Would, and Why. Open 
questions cannot usually be answered with a "yes" or "no". "They 
encourage others to talk and provide you with maximum Information" 
(Ivey, 1981, p. 39). 
Examples: 
Could you tell me about your previous experiences with chil¬ 
dren? 
How does he Indicate his feelings? 
(Facilitator should ask group for other examples.) 
Closed Questions often begin with Is, Do, Are. They are usually 
answered with a few words, often a "yes" or "no". "They have the 
advantage of focusing the interview and obtaining information, but 
the burden of talk remains with the interviewer" (Ivey, 1981, p. 
39). 
Examples: 
Do you want to work with elementary age school children? 
Have you had experience with pre-schoolers in the past? 
(Facilitator should ask group for other examples.) 
Encouragers can be either verbal or non-verbal, and can be used 
to encourage individuals to continue talking. They include nonverbal 
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C6chnlqu6s such ss hesd nods and open handed gestures, and verballza" 
tions such as yes, or "um", or the simple repetition of three or four 
of the respondent's key words. For those of us who have utilized 
Rogerian techniques in any way, the "um” is a natural. 
Examples: 
Um 
You like younger children? 
(Facilitator should ask group for other examples) 
The remaining three verbal basic listening techniques, para¬ 
phrases, reflection of feeling, and summarizations, will be cited 
briefly, for most of us are familiar with their use through our 
interviewing and counseling techniques. However, they are effective 
techniques to communicate to the supervisee, or supervisor, that we 
are actively listening to him or her. 
"Paraphrases feed back...the essence of what has just been said 
by shortening and clarifying client comments” (Ivey, 1981, p. 64). 
Example; You have had more experience testing pre-schoolers 
than adolescents. 
Reflection of Feeling reflects the feelings expressed in the 
content. As School Psychologists, we should be experienced in this. 
Example; You sound as if you're somewhat apprehensive about 
working with adolescents. 
Summarizations are just what the term implies; they summarize. 
Example; You have had experience with pre-schoolers and, 
although you seem somewhat apprehensive, you want to 
work with adolescents. 
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Voice Tone and Speech Rate 
It should be noted that we communicate not just by our words, 
but by the way that we say them. Our vocal tone and speech rate are 
Important factors. A personal example of this Is that one of the 
author’s colleagues, an "In-control” sort of person. Indicates her 
emotionality In her voice tone and pitch. Her facial expression, 
hand and body movements Indicate nothing, but the pitch of her voice 
Is significantly higher when she Is emotionally Involved In an 
Issue. 
Speech rate Is another factor; rapid or slow speech Indicates 
emotionality. The author speaks very slowly and deliberately when 
upset; others speak rapidly. 
Summary 
In summary, active listening conveys a genuine Interest In, and 
concern for, the other person. Active listening Involves both verbal 
and nonverbal behaviors. 
VIDEOTAPE INTRODUCTION 
The next segment of the Relationship Unit will present two 
videotapes demonstrating the use of poor and of good skills In rela¬ 
tionship building. You will be asked to fill In the Relationship 
Observation Sheet In your workbooks. This Instrument Is to be used 
for personal observation skills; you do not share the results and 
therefore, should not feel pressured by your responses—-or lack of 
them. 
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NOTE TO FACILITATOR; Go over the Observation Sheet with the group, 
in order to review the material. Check to find out if there are any 
questions regarding the material. Establish clearly that they are 
not expected to fill in all the blanks—nor to observe all skills, 
especially if this is their first experience with this type of Infor^ 
matlon. 
The format is that the participants will fill in these forms 
individually and then the group will complete a master worksheet 
together. This process is repeated for each of the two video 
segments. 
LECTURETTE; 
The basic content of the two video units is the same. It is the 
intern’s first day on the job and the supervisor has had a series of 
"unplanned” events occur. The time required for each segment is 
quite similar, but note the difference in the verbal and nonverbal 
communication! 
NOTE TO FACILITATOR; Show videotape one—"Poor Relationship". 
Remind participants to fill out their individual worksheets as tape 
is presented. After completion, have group fill out Master Relation¬ 
ship Sheet together. Ask for questions, comments, and discussion. 
Repeat same process for the second videotape—"Good Relationship". 
RELATIONSHIP OBSERVATION SHEET^ 
NONVERBAL i 
Eye Contact 
^PLICABLE 1 
NOT 1 
APPLICABLE ( 
NOT 
)BSERVED 
Facial E}cpresslon 
Smile 
Frown 
Clenched Jaw 
Furrowed Brow 
Body Language 
Open-Closed 
Trunk Lean 
Body Movements 
Head 
Arm 
Leg 
Hand 
Movement Synchrony 
Movement Complimentarity 
Movement Dysynchrony 
Physical Space 
VERBAL 
Open Questions 
What, How, Could, Would, Why 
Closed Questions 
Is, Do, Are 
Encouragers 
Urn, Repeats, Body Movement 
Paraphrases 
Reflection of Feeling 
Summarization 
SPEECH 
Speech Rate 
Speech Tone 
OVERALL IMPRESSION 
J- 
^The author acknowledges the work of Brammer, 1977, Haase and 
Tapper, 1972, and Ivey, 1981, which helped to shape the development 
of this instrument. 
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INSTRUCTIONS FOR FACILITATOR; 
GROUP EXERCISE: ACTIVE LISTENING 
The group is divided into triads. As stated previously, if 
there are participants who have had prior experience with these 
suggested that they serve as "resource people" for the 
triads, i.e., that they be placed so that they are in different small 
groups; therefore, as many as possible will have exposure to their 
prior knowledge and skills. Further, if there are individuals pre¬ 
sent who work together or who are close friends, it is suggested that 
they go into different small groups. 
NOTE; Exercise is listed in Workbook. 
Groups of three: One is supervisor. One is the intern. One is 
the observer. The observer may use the Relationship Observation 
Sheet as a guideline. The suggested topic is "Your first day on the 
internship—or on the job". The facilitator sets the tone by citing 
an example; the author used an experience that occurred on her first 
day on the job, when her supervisor gave her a WISC kit and a map of 
the city and told her to go to a specific school and test three 
students that day. The supervisor then left! 
The groups of three alternate roles, if time permits, so that 
each has opportunity to be the supervisor, the intern and the 
observer. They may either share their observations at the conclusion 
of all three role plays—or at the conclusion of each one separately; 
this latter is recommended. 
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It is assumed that the Facilitator will spend some time with 
each small group and will be available for questions, etc. 
SUMMARY; INSTRUCTIONS FOR FACILITATOR; 
Summarize the major points in the unit. This should be done 
with the use of the flip chart—and a review of the goals and objec¬ 
tives. Group participation should be encouraged. 
The bibliography for this unit (in Workbook) should be referred 
to and those references considered most relevant for further reading 
in this area cited 
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ESTABLISHING STRUCTURAL ARRANGEMENTS 
UNIT II 
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LECTURETTE: 
STRUCTURAL ARRANGEMENTS 
OR 
WHAT ARE WE GOING TO DO AND HOW ARE WE GOING TO DO IT? 
We may have established the most positive relationship as a 
supervisor with our supervisee, but unless some structural arrange¬ 
ments are made, we may never really provide feedback or supervise in 
this wonderful relationship. 
NOTE TO FACILITATOR; REFER TO CHART AND TO WORKBOOK 
Goals of the Unit; 
To understand the importance of structural arrangements for 
feedback in supervision and how to establish them. 
Objectives; 
1. To define structural arrangements in supervision 
2. To learn the importance of structural arrangements for 
feedback in supervision 
3. To identify important components of structural arrangements 
4. To learn methods of establishing structural arrangements in 
supervision 
5. To practice techniques which help to establish structural 
arrangements. 
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EXERCISE; 
NOTE TO FACILITATOR; Ask participants to think about the structural 
arrangements needed for effective feedback in supervision and to make 
^ ^ist in their workbooks of the four or five that seem most import" 
These individual lists are then shared in small groups of three 
or as a large group—at the discretion of the Facilitator. 
The entire group then compiles a Master List on newsprint, and 
compares this with Master List on chart. 
NOTE TO FACILITATOR; REFER TO CHART AND TO WORKBOOK 
LECTURETTE; 
Definition of Structural Arrangements or What are we going to do and 
how are we going to do it? 
1. Part one of Structural Arrangements is What are we going to 
do and consists of the goals and objectives of the internship or of 
the supervisory experience. These goals and objectives provide a 
systematic approach to Internship planning, establish the performance 
criteria, and help both the supervisor and the supervisee understand 
the responsibilities of the Internship experience. The goals and 
objectives provide the framework in which the feedback is given. 
Mutually understood goals and objectives are essential for the 
internship experience. These goals may have to be "negotiated in 
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order to meet the needs of the intern and of the supervisor, but they 
should be mutually understood. Alessi, Leys and Lascuettes-Alessi 
(1981) recommend that these goals and objectives be sequenced 
throughout the internship. 
The goals and objectives of an internship experience are 
determined by; 
1. University requirements 
2. State Regulations and certification requirements 
3. Intern's needs 
4. Supervisor's needs 
5. Site constraints 
6. Major functions of school psychologists as defined in the 
literature. These are; 
1. Assessment—Goldwasser et al., (1981) conducted a 
national study and states that over 70% of the prac¬ 
ticing school psychologists' time is spent in assess¬ 
ment 
2. Counseling—Individual, Group, Family 
3. Consultation to teachers, administrators, parents, and 
community agencies 
4. Intervention Strategies 
5. Research and Evaluation 
6. In-service training 
Another function which this author believes is an important one, 
although she is cognizant that it involves some of the aspects of the 
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above stated functions, is that of a Team Evaluation member. 
The goals and objectives of the internship are further affected 
by the legal and ethical requirements of supervision. Therefore, 
7. Laws effecting supervision. Including federal government 
94-142 and Commonwealth of Massachusetts, 766. 
Cormier and Bernard’s article "Ethical and Legal Responsibili¬ 
ties of Clinical Supervisors" in The Personnel and Guidance Journal, 
1982, should be required reading for all supervisors. 
NOTE TO FACILITATOR; 
1) Check to find out whether the group is familiar with this 
article. If so, the next segment may be condensed and/or omitted. 
2) Make participants aware that the complete reference for this 
article is contained in Bibliography at conclusion of unit. 
LECTURETTE; 
Cormier and Bernard cite three major factors concerning the 
ethical and legal responsibilities to clients; Informed Consent, 
Confidentiality and Vicarious Liability. Regarding Informed Consent 
they state that "The client must be informed that the counselor is 
being supervised as well as any other factors affecting the 
counselor-client relationship such as taping and observation (APGA 
Ethical Standards, 1981) (Cormier and Bernard, 1982, p. 487). In the 
area of confidentiality, they state that "The supervisor also is 
247 
ethically obligated, as is the counselor, to maintain confidentiality 
of client communications” (Cormier and Bernard, 1982, p. 487). 
Vicarious Liability is considered the most important legal doctrine 
applied to supervisors’ responsibilities. 
According to this doctrine, someone in a position of 
authority or responsibility, such as a supervisor, is 
responsible for acts of his or her trainees or assistants. 
Stated another way, supervisors are ultimately legally 
responsible for the welfare of clients counseled by their 
supervisees (Cormier & Bernard, 1982, p. 488). 
Therefore, it is important for the supervisor to document face- 
to-face, and telephone, contacts with the supervisee. 
Supervisors also are responsible for monitoring and asses¬ 
sing the counselor's performance consistently and care¬ 
fully. It is important that both oral and written feedback 
are given to the counselor periodically rather than on a 
single occasion or two. A supervisee has a legal right to 
periodic feedback and evaluation. From a legal perspec¬ 
tive, this is especially important if the feedback is corr- 
sistently negative. Giving a supervisee a negative evalua¬ 
tion at the end of supervision (or at the termination of 
employment) without prior feedback about deficiencies and 
ways to improve is considered a violation of the counsel¬ 
or’s due process rights. It is preferable that all evalua¬ 
tions be in written form and signed by the supervisor and 
supervisee. (Cormier and Bernard, 1982, pp. 486-7) 
Supervisees should also read this article for: 
’Due process’ refers to the counselor’s right to be know¬ 
ledgeable of training objectives, assessment procedures, 
and evaluation criteria. Supervisors are responsible for 
informing their supervisees about their roles, expecta¬ 
tions, goals, and criteria for evaluation at the beginning 
of supervision. Explicit communication of these aspects of 
supervision informs at the outset what is to be done for 
successful completion of the counseling-supervision experi¬ 
ence. (Cormier and Bernard, 1982, p. 486). 
Thus, in setting the mutual goals and objectives for the intern¬ 
ship experience the university and state requirements must be taken 
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into consideration, as must the ethical and legal responsibilities of 
supervision. These, combined with the intern's specific needs and 
the supervisors specific needs, as defined by the professional role 
of the school psychologist and by the site of the internship, make 
establishing the goals and objectives a most complex task. These 
goals and objectives determine "What are we going to do" in the 
internship and supervisory experience. 
NOTE TO FACILITATOR; REFER TO CHART 
LECTURETTE; 
Part two of Structural Arrangements consists of How are we going 
to do it? This segment involves establishing procedures of supers 
vision. The following have been identified as important procedures 
of supervision: 
1. Time 
1. Regularly scheduled daily meetings 
Is this feasible? 
2. Regularly scheduled weekly meetings 
3. What about "crisis intervention" meetings 
What about re-scheduling because of team meetings, etc. 
What if supervisor and supervisee are in different 
schools ? 
What about university vacations vs. school vacations? 
(Facilitator can generate discussion regarding these.) 
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2. Place to meet 
1. What’s Important? 
Privacy 
Assessibillty 
2. Possible places: 
School Psychologist’s Offlee—Ideal 
Administrative, guidance, nurse’s offices 
School buildings—even before or after school 
Friendly’s, etc. 
NOTE TO FACILITATOR; Ask group to share their problems and experi¬ 
ences In this area. 
3. Orientation to the School Culture 
1. School as a microcosm of society 
National society 
Local community 
Neighborhood: Including ethnic Influences In certain 
areas 
NOTE TO FACILITATOR; Ask participants to share their experiences. 
2. School as a unique entity—Placement "Politics" 
Signing Into the building 
Who’s Important to say "hello" to? 
Informal power structure within building 
Who do you have to listen to before they listen to you? 
Teacher’s Room—a blessing or a curse? 
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Don't undermine your colleagues—but don't cover up for 
their inadequacies. 
NOTE TO FACILITATOR; Cite examples from your own experience and ask 
group to cite theirs. Intense group discussion can be generated over 
these issues. 
4. Work Logistics 
1. Priorities within the system, i.e., test reports, coun¬ 
seling, consultation 
2. How to find a place to work 
This was a real issue with the University of Massachu¬ 
setts interns last year. It Involves more than physical 
space; it involves professional standards. Priorities 
must be set. 
3. Task specialization within the system 
For example. Social Workers, rather than School Psycho¬ 
logists do the counseling in certain systems. In other 
systems, who does what types of assessment has to be 
defined, such as achievement testing or projectlves. 
5. Establishing techniques of supervision 
Be open and be flexible and ask your Intern what has or has 
not worked for him/her in the past? 
NOTE TO FACILITATOR; GROUP EXERCISE. Ask group to make list of 
supervisory techniques that they have used in the past and to comment 
on how effective these have or have not been. This list can be com- 
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pared with prepared chart which contains the techniques listed below. 
Cite each and continue lecture. 
1. Modeling. Everything you do provides a model. Further, 
everything you do has an impact not only upon the intern, but upon 
the student "client”. "If you treat your intern 'like dirt', the 
intern will treat the students accordingly" (Nuttall, 1981). Fur¬ 
ther, admit your mistakes, or your "failures" as a supervisor and a 
school psychologist. 
2. Direct observation. Establish the when and where with the 
supervisee, at mutually agreed upon times and places. 
3. Co-counseling and co-assessment. Decide upon appropriate 
times and clients. One school psychologist has established a system 
whereas the intern observes her administer the tests initially and 
then they write separate reports and compare the results. 
4. Role playing. The advantages of this technique are that 
there is no client Involved, that there is no cost or equipment and 
that the intern is free to express his/her feelings. The disadvan¬ 
tages are that it is a simulated experience and that the supervisor 
is getting the intern's perception of the event, which may or may not 
be completely accurate. 
5. Videotaping: An ideal technique but one which is not always 
feasible within a school because of the expense and the legal 
permission. 
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6. Audiotaping: More realistic In a school setting because the 
expense is less than videotaping; however, the supervisor is only 
hearing, not seeing, what is occurring, therefore only verbal, and 
not nonverbal behavior is recorded. Permission is also necessary 
here. 
7. Conference Consultations: This is probably the most widely 
used technique because it is so easy and convenient and so well 
suited to the purposes of supervision". 
NOTE TO FACILITATOR: Discuss advantages and disadvantages of each 
technique. Ask the group for any other techniques they may have 
used. 
LECTURETTE: 
A videotape will be shown next to demonstrate Establishing the 
Structural Arrangements necessary for giving feedback in supervision. 
A sheet is provided in your workbook—with the two major com¬ 
ponents of the unit, i.e.. What are we going to do—Goals and Objec¬ 
tives, and How are we going to do it?—Establishing the procedures 
of supervision. 
Fill in your Individual worksheet as the videotape is presented, 
then the group will make a master list together, and discuss it. 
STRUCTURAL ARRANGEMENTS WORKSHEET 
What are we going to do? Goals and objectives 
How are we going to do it? Establishing the procedures 
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NOTE TO FACILITATOR; Review with participants what constitutes Goals 
and Objectives and Procedures as defined in this program. Make the 
division between the two explicit. 
NOTE TO FACILITATOR; This videotape is designed primarily to illus¬ 
trate Structural Arrangements; however, the skills presented in the 
last unit, Relationship, are evident in this videotape. Therefore, 
it can be analyzed separately in terms of the Relationship Observa¬ 
tion Sheet, or these skills can be analyzed together with the struc¬ 
tural arrangements. 
The following worksheet is provided for each participant with 
instructions to list those relevant factors from the video. 
I. What are we going to do? Goals and objectives of the 
internship and/or supervisory experience. 
II. How are we going to do it? Establishing the procedures of 
supervision. 
Make group master list and discuss it. 
GROUP EXERCISE; NOTE TO FACILITATOR; 
In dyads, the group can set up the structural arrangements most 
necessary for supervision—or they may select one or two components 
to work with. Personal experiences in this area should be encouraged 
as a basis for this exercise. The participants should have an oppor¬ 
tunity to be both the supervisor and the intern, and time should be 
255 
allotted at the conclusion for them to give ''feedback" to each other. 
A brief large group discussion can be held at the end. 
NOTE TO FACILITATOR; Check to Insure clear communication at conclu¬ 
sion of unit. Cite Bibliography in Workbook and discuss if time 
permits. 
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GIVING FEEDBACK 
UNIT III 
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LECTURETTE; 
FEEDBACK 
OR 
THIS IS HOW I SEE ITl FROM THE SUPERVISOR 
OR 
DIDN'T I DO ANYTHING RIGHT? FROM THE SUPERVISEE 
NOTE TO FACILITATOR; REFER TO CHART AND TO WORKBOOK 
Feedback must be given in the context of the relationship and of 
the structural arrangements of supervision. 
A climate of mutual trust and mutual respect should exist and 
there should be "exercise of care and judgment in a genuine effort to 
understand what the person is trying to do on his own terms" (Wide- 
man, 1971, p. 308). This latter must be emphasized. The author has 
often found it helpful in planning feedback sessions to try to think 
of what the supervisee was trying to do on his/her own terms. The 
case of an intern, "Jane," will be cited to illustrate this. 
Jane's choice of placements for her internship was in an alter¬ 
native high school and, at the point that this incident is being 
cited, Jane's Supervisor is observing her trying to arrange a time 
for an assessment of a particular student. Jane asks about later 
this morning; the student states that she must attend a particular 
class; Jane asks about tomorrow; the student states that she has a 
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big test; Jane asks about after school; the student states that she 
works; Jane asks about an evening or a Saturday; the student states 
that she has to babysit for a younger sibling; Jane is getting angry 
and her voice and behavior become quite authoratative. 
In planning the feedback session with Jane, the author found it 
most helpful to think of what Jane was trying to do. Jane was actu¬ 
ally quite willing to give of herself and her time, offering to meet 
with the student at night or on a Saturday, however her presentation 
did not reflect these factors. 
Feedback should be specific to mutually established goals and 
objectives of the Internship. This is your focus! Not the personal 
life/relationships of the supervisee—unless it affects the intern¬ 
ship. 
Basic listening and attending skills are essential for the feed¬ 
back session. 
NOTE TO FACILITATOR; Review basic listening and attending skills 
here, if necessary. 
FACILITATOR: REFER TO CHART AND WORKBOOK. 
Goal: 
To be able to give effective feedback in school psychology 
supervision. 
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Objectives; 
To reexamine the Importance of feedback In supervision 
2. To define feedback In the supervisory relationship 
3. To learn the necessary first steps before giving feedback 
4. To Identify criteria for giving effective feedback 
5. To learn to use these criteria for giving effective feedback 
6. To practice these techniques for giving effective feedback. 
LECTURETTE; Importance of Feedback In Supervision 
To re-emphaslze the Importance of feedback In supervision— 
regardless of the skills, knowledge, and expertise of the super¬ 
visors, the supervisors' ability to provide feedback to their super¬ 
visees about their Internship performance determines the quality of 
the supervision. 
Alfred Kadushln (1976) states that "The supervisor teaches and 
the supervisee learns through feedback” (p. 175). "Individuals learn 
through developing behavior patterns guided by clear and accurate 
feedback about the effectiveness and appropriateness of their 
actions." (Cooper & Harrison, 1976, p. 165.) 
Curtis and Yager, In the School Psychology Review's special 
Issue devoted to Supervision state that; 
The primary goal of the supervisor Is to develop In super¬ 
visees the skills to seek out and accept constructive feed¬ 
back (external Input) regarding their actions and to Incor¬ 
porate that Information In Improving the quality of Inter¬ 
action with the environment (performance), (p. 433) 
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Larry Porter (1979) states that: 
Not only are many of us afraid of feedback, but we lack 
skills related to sending and receiving it. Relatively few 
people have an opportunity to learn feedback skills. So we 
more or less automatically 'do it the way it was done to us'. 
And the way it was done to us is often what makes us fear 
it in the first placel (p. 15). 
FACILITATOR: Refer to Chart and Workbook 
LECTURETTE; Definitions of Feedback 
As stated in the Introductory module, the definition of feedback 
which will be utilized in this training program is that of communica¬ 
tion between a supervisor and a supervisee which provides the supers 
visee with Information about some aspect of his/her apparent atti¬ 
tudes and/or behaviors and their potential effects. 
This communication involves both verbal and nonverbal behav¬ 
iors . 
The goal of feedback in a supervisory relationship is to confirm 
and to improve the professional performance of the supervisee. The 
ultimate goal is to produce more competent school psychologists! 
There are other definitions of feedback. Four will be cited 
briefly to reflect the fact that, although there are common elements 
there are differences in the definitions. None is specific to school 
psychology, but segments of each can be applied to school psychology 
supervision. 
1. Cyril R. Mill, who may be considered a spokesman for the 
human relations training field, defines feedback as a "way of helping 
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another person to consider changing his behavior. It Is communica¬ 
tion to a person which gives him Information about some aspect of his 
behavior and Its effect on you" (Mill, 1976a, p. 19). There are 
times In supervision when one should change one's behavior, not con¬ 
sider doing so. 
In addition, human relations feedback "focuses on the feelings 
generated In the person who has experienced the behavior and who Is 
offering the feedback (Mill, 1976a, p. 18). Feedback In supervision 
should consider the feelings generated In the Individual who has 
experienced the behavior, however, this may not necessarily be the 
Individual who Is offering the feedback. For example, the supervisor 
may be giving feedback regarding an assessment session, where the 
supervisee’s lack of practice In placing the puzzles created anxiety 
within the student being evaluated. The student Is not offering the 
feedback at this time, the supervisor who observed the session Is. 
2. Feedback In counseling and therapeutic situations places 
emphasis upon the non-judgmental aspects of communication. Feedback 
provides the clients with "clear data on their performance, how you 
as a counselor may see them and react to them, and/or how others may 
view them. Feedback In counseling Is centrally concerned with the 
following: 
To see ourselves as others see us 
To hear how others hear us, 
And to be touched as we touch others... 
These are the goals of effective feedback. 
(Ivey, 1981, In press, p. 160) 
Feedback In supervision may have to be evaluative and judgmental, at 
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times, but should be offered in the most sensitive and non¬ 
threatening manner. 
3. A definition of feedback, according to business and organi¬ 
zational development people is "information regarding the actual per¬ 
formance or the results of the activities of a system" (Huse, 1980, 
p. 50). "Feedback or knowledge of results, is essential for improv¬ 
ing job performance" (Huse, 1980, p. 307). 
When the author discussed this training program with colleagues 
in the Graduate School of Business, their first comment was "You mean 
the cybernetic concept". Since this seems to be a common phrase 
within the business community, a brief definition is in order: 
Feedback is the Information flow by which the components of 
a system influence and are influenced by each other. 'The 
critical feature of feedback is information flow that 
alters (controls) the component receiving it. Information 
flow that does not have the capability of producing change 
is not feedback. (Thoresen, 1969, p. 8, from Boyd, 1978, 
p. 184.) 
4. A definition of feedback which is applicable to supervisory 
feedback is that of trainer feedback. Although this definition is 
limited, because it focuses only on observable behavior, and empha¬ 
sizes mastery performance criteria, it does offer a meaningful defin¬ 
ition of feedback in supervision. "Trainer feedback reports observ¬ 
able behaviors, describes how the trainee's performance deviated from 
or matches mastery performance criteria, and provides suggestions for 
improved skill implementation" (Turock, 1980, p. 216). 
A trainer's role involves helping trainees change their 
behavior in a specific direction (i.e., the goals of 
training), so feedback is a valuable tool for guiding 
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trainees toward more proficient use of interpersonal 
delivering feedback, the trainer provides 
descriptive information that addresses the degree to which 
a trainee's behavior matches or departs from a set of mas- 
tery performance criteria. The feedback evaluates a 
trainee's performance in comparison with publicized cri¬ 
teria with the intent of maintaining, increasing, decreas¬ 
ing or altering the behavior, (Turock, 1980, p. 216). 
Performance feedback, whether its source is "self-generated" or 
expert, has been proven an effective procedure for skills training in 
counselor education (Robinson, Kurpius, and Froehle, 1979). It is 
believed that it can also be an effective procedure for school psy¬ 
chology education. 
Summary of Definitions 
Feedback in school psychology supervision is like feedback in 
1. Human relations training in that it helps the individual to 
consider changing behavior and to consider feelings. 
2, Counseling in that it tries to be as non-judgmental as pos¬ 
sible. However, in supervision, one often has to be evalua¬ 
tive and judgmental, therefore, this feedback should be as 
sensitive and non-threatening as possible, 
3. Business in that knowledge of impact upon systems and of 
results is necessary for Improving job performance. 
4, Training in that it reports observable behavior and compares 
behavior with mastery performance criteria. 
Further, Larry Porter (1979) states that effective feedback is 
defined as information that: 
265 
1) can be heard by the receiver (as evidenced by the fact that 
s/he does not get defensive, etc.)*, 
2) that keeps the relationship Intact, open, and healthy 
(though not devoid of conflict or pain); and 
3) that validates the feedback process in future interactions 
(rather than avoiding it because 'last time it hurt so much'), (p. 
16). 
"Further, feedback does not assume that the giver is totally 
right and the receiver wrong; instead, it is an invitation to inter¬ 
action, has some give-and-take to it.” (Porter, 1979, p. 16) 
To review the definition of feedback used in this program, feed¬ 
back is (Facilitator should point to definition on chart) communica¬ 
tion between supervisor and supervisee which provides the supervisee 
with information about some aspect of his/her apparent attitudes 
and/or behaviors and their potential effects. This information is 
conveyed by the supervisor with both verbal and nonverbal behaviors. 
This feedback may be in oral and/or in written form. The goal of 
this feedback is to confirm and to improve the professional perform¬ 
ance of the supervisee. The ultimate goal of this feedback is to 
produce more competent school psychologists! 
NOTE TO FACILITATOR; Discussion can be initiated regarding the 
definitions of feedback, if desired. 
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I^CTURETTE; Now that the definition of feedback has been estab¬ 
lished, this program sets forth some prerequisites to giving feed¬ 
back. 
FACILITATOR; REFER TO CHART AND WORKBOOK 
These necessary first steps are that: 
In order to give feedback you must 
1• Develop your own unique style! 
The author's tend to be caring. Others are more structured 
or more didactic. 
2. Feel comfortable with it! 
It calls your skills into play. Levinson (1980) states that 
most people do not give feedback because they feel uncom¬ 
fortable about it! 
3. Think through the agenda! 
a. What do you plan to accomplish in the session? 
b. Whose needs is the feedback serving? 
Your needs? What are they? 
Superiority—dominance—perfection 
Helping—Nurturing 
Intern's needs 
Student's needs 
4. Be honest! 
In a survey conducted at the University of Massachusetts, 
involving School Psychology Interns and Field Supervisors 
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during the academic year, 1981-82, the importance of honesty 
in feedback was well established. A significant number of 
the respondents stated that the feedback was positive 
because it was honest. 
5. Be aware of issues such as the following and their possible 
Impact on feedback: age, sex, race, socioeconomic status, 
and educational background. 
NOTE TO FACILITATOR: 
Discussion may be initiated regarding the five previously cited 
factors; however be knowledgeable about the Issues which will be 
cited in the next section. 
If the group cites these issues, it provides a smooth transition 
to the material. Also, it is possible to have this "issues" list 
generated by the group, rather than presented as a lecturette. 
LECTURETTE: Issues in Feedback Other Than How To Give It 
1. What you call it 
Feedback/Performance appralsal/Performance review 
2. Oral/written 
Different uses (Legal: Cormier & Bernard, 1980) 
Different values (verbal more candid) 
Feelings generated in receiver 
3. Individual/group 
Different uses 
Different values and perspectives 
Feelings generated in receiver 
Frequency of feedback sessions 
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More frequent sessions mean greater satisfaction and goal 
accomplishment and relationship with the supervisor (Huse, 1980, 
p. 305). 
5. Positive/Negative 
A basic premise of this program is that the criteria for giving 
feedback are the same whether that feedback is "positive" or 
"negative". 
Negative feedback, how to give it, and how to receive it, was 
the number one issue identified by the supervisors and interns at the 
1982 end of the year meeting. Supervisors want to know how to give 
negative feedback so that they will feel more "comfortable" and so 
that it will be less "painful". Interns want to learn to receive it 
so that they will not become defensive, so that it will not be 
"painful" and so that they will benefit from it. 
The skills, which we will be identifying and practicing in this 
unit, will accomplish both of the above. If the supervisor is more 
skillful in giving the feedback, positive or negative, then the 
Intern will be more skillful in receiving it. Further, the intern by 
learning the skills of feedback, can use these skills to "teach" (or 
even control) the feedback given by the supervisor. 
NOTE TO FACILITATOR; It is possible to generate a list of criteria 
from group—and to compare to this 
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FACILITATOR; REFER TO CHART AND TO WORKBOOK 
LECTURETTE; CRITERIA FOR EFFECTIVE FEEDBACK 
Effective Feedback is; 
1• Immediate rather than delayed 
Issue is readiness of receiver. 
Don't "dump”; if you need time to "cool off"—wait. 
2. Descriptive 
"This is what I observed". 
"When I read your report, my reaction was..." 
Describe—do not analyze. 
3. Behavioral focus 
Focus on the behavior, not the person. 
"When you said 'hello' and smiled". 
4. Concrete and specific 
Concrete and real, not abstract. 
Specific, not general or vague (describe strengths and need 
areas) 
Explicit, definite. 
Strong not weak. 
5. Something that the individual can do something about 
Something that is correctable. 
6. Evaluative in a non-threatening manner 
Evaluation is interpretation. 
Identify the facts of the matter. 
7. Owned by the sender 
Information as ^ perceive it. 
"I felt uncomfortable when you interrupted the teacher". 
8. Sequenced properly 
Within the internship experience 
Within the session (feedback session) 
9. Checked to insure clear communication 
"Let's review what has transpired in this session . 
"On the basis of this, what do you plan to do". 
"Could you review (cite) the suggestions we've come up with". 
"What did this session mean to you?" 
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(Additional points; 
Be direct without attacking the person. 
Try to maintain a balance between what’s wrong with the work 
without destroying the person.) 
NOTE TO FACILITATOR; 
There are five video-clips, i.e., groups of two or three state¬ 
ments, illustrating effective and Ineffective feedback. Although 
they were originally intended to be shown before the first Feedback 
videotape about Testing, it is believed that they can more effec¬ 
tively be presented here for two reasons; 1) They break up this 
rather long lecturette about feedback, and 2) They can be referred to 
as examples during the following lecturette about the nine criteria 
for giving effective feedback. 
Show each videoclip and ask group to respond to it. They may 
cite the criteria for giving feedback which is, or is not, being 
used. 
Then refer back to nine criteria, which are listed on chart and 
in workbook, and begin lecturette. Make participants aware that, 
after lecturette, they will be analyzing three videotapes in rela- * 
tionship to the criteria. 
LECTURETTE 
1. Immediate/Delayed Feedback 
Immediate feedback has been consistently shown to be more effec¬ 
tive than delayed feedback (Anderson, n.d.; Doyle, Foreman & Wales, 
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1977; Graves & Graves, 1973-74; Huse, 1980; Mill, 1976a, Reddy, 
1969a, 1969b, Truax & Carkhuff, 1969). To cite one study, Reddy 
(1969a) investigated feedback regarding the variable of empathy. 
Thirty-six volunteer male students were divided into three groups; 
the first received immediate feedback, the second delayed feedback, 
and the third, no feedback. The results indicated that immediate 
feedback regarding performance in being empathetic rather than 
delayed, was more effective. However, it should be noted that in 
Reddy’s study, both immediate and delayed feedback groups made more 
significant gains in "accurate empathy" than did the control group, 
which received no feedback. Thus, although immediate feedback is 
most desirable, delayed feedback is more effective than no feedback 
at all. 
Adding another dimension to the study of empathy, Carlson (1974) 
showed that the most effective way of increasing empathic responses 
was to present the counselor trainee with immediate feedback in com¬ 
bination with instructions. His conclusions were that "All treatment 
effects significantly increased the trainees’ responses when compared 
to counselor in the control group receiving the usual delayed feed¬ 
back procedures." (p. Ill) 
Larry Porter states that effective feedback: 
Comes as soon as appropriate after the behavior—immedi¬ 
ately if possible, later if events make that necessary 
(something more important going on, you need time to ’cool 
down’, the person has other feedback to deal with, etc.). 
(Porter, 1979, p. 16) 
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Further, Porter states that ineffective feedback: 
Is delayed, saved up, and 'dumped*. Also known as 'gunny- 
sacking', or ambushing. The more time that passes, the 
'safer' it is to give the feedback. Induces guilt and 
anger in the receiver, because after time has passed 
there's usually not much she or he can do about it." 
(Porter, 1979, p. 16) 
An example^ of this is given on the videotape when the supervisor 
says "I'm tired of the way you've been handling referrals". 
Brammer (1979) states that: 
Feedback should be a 'prompt response* to current and 
specific behavior, not unfinished emotional business from 
the past. Being told, for example, that one is 'too force¬ 
ful* is not as helpful as saying, 'Just as we were about to 
decide what to do, you pushed your idea and seemed not to 
hear the other suggestions. I was conflicted about whether 
to resist you or just give in'", (pp. 87-88) 
2. Descriptive 
Feedback should be as descriptive as possible, rather than 
evaluative (Anderson, n.d.; Ivey, 1981; Mill, 1976a; Porter, 1976, 
1979). "Describe the behavior before giving your reaction to it. 
Keeping reactions descriptive rather than evaluative leaves helpees 
free to use them as they see fit" (Brammer, 1979, p. 87). 
Larry Porter states that effective feedback "Describes the 
behavior which led to the feedback: 'You are finishing my sentences 
for me...*" (Porter, 1979, p. 16). Other examples were cited ear¬ 
lier; "This is what I observed..." "When I read your report, my 
reaction was..." 
^Facilitator is given the choice of citing this example or 
asking group to cite examples. Throughout this section refer to this 
choice. 
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Anderson states that: 
In sending negative feedback to another person, he will 
also be more likely to receive it in an accepting frame of 
mind if I am descriptive rather than evaluative in what I 
say to hinr"“that is if I simply describe what happened as I 
saw it in a particular situation and tell him of the effect 
it had on me, as opposed to evaluating in more general 
terms the goodness or badness, rightness or wrongness, of 
what he did (n.d., p. 342). 
3. Behavioral Focus 
Describe the behavior which led to the feedback. Larry Porter's 
example which was previously cited, "You are finishing my sentences 
for me..." (1979, p. 16), illustrates both the descriptive and the 
behavioral foci of the criteria. 
Brammer states "Give feedback in the form of 'opinions about 
behavior' rather than judgments about the person....it is vastly dif¬ 
ferent to say, 'I don't like the way you constantly Interrupt me' 
from 'I don't like you because you are constantly interrupting me'". 
(Brammer, 1979, p. 87). 
This behavioral focus allows the supervisor to be direct—to 
focus upon the behavior and not upon the person. This is particu¬ 
larly important in negative feedback, for it allows the supervisor to 
discuss the behavior without attacking the person. 
This descriptive behavioral focus helps the supervisor to estab¬ 
lish a balance between what needs to be improved in the work situa¬ 
tion, without destroying the person. 
Porter goes further and states that effective feedback "Speci¬ 
fies consequences of the behavior—present and/or future: When you 
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finish my sentences I get frustrated and want to stop talking with 
you*. 'If you keep finishing my sentences I won't want to spend much 
time talking with you in the future'. (Porter, 1979, p. 17). 
An example from the videotape designed to demonstrate the behav¬ 
ioral focus of feedback is when the supervisor states that this is a 
good test report because the supervisee selected appropriate instru¬ 
ments, the WISC~R and the Bender, and related the recommendations to 
the testing results. 
4. Concrete and Specific 
Feedback should be as concrete and specific as possible; give 
specific examples, not generalizations. Kadushin (1976) states that 
"Supervisees deserve and appreciate explicit, definite feedback" (p, 
175). 
Goldhammer (1969) states that "Perhaps the most rapid and effi¬ 
cient way to alienate one's supervisees is by hedging and by pussy¬ 
footing." (p. 344). An example of this has been used on the video¬ 
clip where the supervisor is attempting to tell the supervisee that 
he has been sarcastic with a student, and the supervisor says things 
such as "Uh, No—I really didn't say that". 
Specific feedback has been proven to be more effective than gen¬ 
eral or vague feedback (Anderson, n.d.; Goldhammer, 1969; Ivey, 1981; 
bitterer, 1981; Kearney, 1977; Mill, 1976a). 
An example of vague feedback is, "You aren't able to get along 
with the teachers in this school", whereas specific feedback is. 
275 
Yesterday, after observing Tommy's classroom work, you had two argu¬ 
ments with Mrs* Smith, the classroom teacher, which upset both of 
you, and now you are disagreeing strongly with Mr. Jones, the reading 
teacher. What does this mean to you?” 
Robinson, Kurpius and Froehle's study, which was cited previ¬ 
ously , found that individuals who received feedback outperformed the 
control group. The type feedback which they found most effective in 
their study was immediate and concrete feedback on behavior (1979). 
An example of not being concrete and specific is used on one 
video-clip where the supervisee asks "Keep what up” and the super¬ 
visor replies "Just what you're doing”. 
5. Something Individual Can Do Something About 
Feedback should focus upon something—behavior, attitudes, 
appearance—that the individual can do something about (Anderson, 
n.d.; Brammer, 1979; Ivey, 1981; Mill, 1976a). Feedback should focus 
upon something that can be changed for frustration and anger increase 
when the person is given feedback about something that the individual 
cannot change. 
An example from the video-clip is when the supervisor states 
that "We don't like U/Mass students here!” 
"Feedback is also more useful if it is relevant to behavior and 
situations that can be changed or modified. It is easier to change 
what one does than to change what one 1^. For example, 'You are a 
hostile person and should change' is less useful than 'If you were 
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less hostile to me, I could work better with you’." (Cooper & Harri¬ 
son, 1976, p. 165). 
Effective feedback, according to Larry Porter, "Refers to beha¬ 
viors about which the receiver can do something. ("I wish you'd stop 
interrupting me"), if she or he wants to" (Porter, 1979, p. 17). 
This criterion, something that the individual can do something 
about, is particularly important when negatives are discussed in 
supervision (Ivey, 1981). 
6. Evaluative in a non-threatening manner 
The previously cited criteria for giving feedback—immediate, 
descriptive, behavioral focus, concrete, something the individual can 
do something about—all contribute to evaluating in a non-threatening 
manner. 
The ideal of feedback is often thought of in terms of it being 
non-judgmental. This is particularly true in counseling situations; 
in supervisory situation it is difficult, often impossible, not to be 
evaluative. Perhaps this should not be a goal. 
Ivey (1981) makes a distinction between non-judgmental feedback 
and judgmental feedback, which is "almost uniformly rejected as 
inappropriate" (p. 162) in counseling sessions, but may be required 
in management and teaching (and in school psychology). 
"Most often judgmental feedback involves an interviewer who has 
some power over the life of the client or other person. (Some would 
argue, in fact, that non-judgmental feedback is impossible if the 
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interviewer has any power over the client.)" (Ivey, 1981, p. 162). 
The feedback may be judgmental, but still can be delivered in a 
tone of voice which is non-judgmental and factual, taking some of the 
sting out of negative feedback (Ivey, 1981, p. 162). 
One approach to feedback which Involves evaluation is; "Let's 
discuss the testing conditions together". Let the supervisee talk. 
Then cite the fact that he/she fumbled with the block design or with 
the puzzles, and did not realize that the pictures stuck together 
during the picture arrangement sub-test. What does he/she make of 
all this? 
7. Owned 
Larry Porter states that effective feedback "is 'owned by the 
sender, who uses 'I messages' and takes responsibility for his or her 
thoughts, feelings, and reactions" (1979, p. 16). Ineffective feed¬ 
back occurs when 'ownership is transferred to 'people', 'the book', 
upper management, everybody, we, etc. (Porter, 1979, p. 16). There 
is a clear example of this on one of the videoclips. 
Porter further states that "transferring ownership" is one way 
of concealing, denying, misrepresenting,' and distorting feelings. 
This leads to ineffective feedback. Effective feedback should be 
"direct, from sender to receiver" (Porter, 1979, p. 16). 
Owning the feedback should include the sender's real feelings 
about the attitude and/or behavior, "insofar as they are relevant to 
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the feedback. ’I get frustrated when I'm trying to make a point and 
you keep finishing my sentences'" (Porter, 1979, p. 16). 
8. Sequencing 
The sequencing of the feedback has only been touched upon in the 
^^^®^^^ture, however, the author believes that it is most Important I 
It would seem that there is a difference in the quality and quantity 
of the feedback depending upon the sequencing of it in the super¬ 
visory relationship. There are two aspects to this sequencing: 
1) Sequencing within the supervisory relationship—i.e., begin¬ 
ning or the end of the internship. 
2) Sequencing within a particular supervisory session. 
The sequencing within the supervisory relationship differs in 
that the material which the supervisor focuses upon and the "depth” 
of the focus may vary. In the initial stages of the internship, the 
expectations for internship performance are different; therefore 
"lesser expectations and less harsh feedback" (Nuttall, 1982). The 
feedback may focus on various activities in which the Intern is par^ 
tlcipatlng. The Intern may need more support and positive reinforce¬ 
ment at this time. However, this author believes in focusing and 
building upon the Intern's strengths and upon the positives—in 
giving feedback at any time in the supervisory relationship. 
Regarding sequencing, at the end of the internship, there should 
be higher expectations for the intern, higher skill development and 
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more independent performance; the feedback sessions should reflect 
these. 
The second aspect of sequencing Is sequencing within a partlcir- 
lar supervisory session. 
The author's focus, as previously stated, is to emphasize the 
Intern s strengths, l.e., the positives. Therefore, her usual ses“ 
slons begin with some positive feedback. This is the style with 
which she is most comfortable; other supervisors like to begin with 
"the negatives" and get them "out of the way" and then cite some 
positives. 
Allen Ivey, in his 1981 book, supports this author's position. 
He states that "Feedback should focus on the strengths" (p. 160). 
Further, Bernstein and Lecomte (1979) conducted a study, involving 
108 trainees, and their results indicated that "significantly greater 
agreement, more positive content evaluation, and more accurate recall 
were elicited by positive and congruent feedback than by moderate and 
extreme negative feedback (p. 295). 
The ideal sequence is for the supervisee to ask for the feed¬ 
back. Larry Porter states that effective feedback "Is solicited or 
at least to some extent desired by the receiver", as opposed to 
ineffective feedback which is "imposed on the receiver, often for her 
or his 'own good' (1979, p. 17). 
Brammer states that: 
Feedback should be 'given in small amounts' so that 
helpees can experience the full impact of the helper's 
reactions. Too many items may overload them and create 
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confusion and possible resentment. An example of such an 
overload would be, 'I didn't like the way you spoke to me; 
I felt put down. Besides, you have been late consistently 
to our staff meetings and your progress reports have been 
getting skimpier, which has been Irritating me even more'. 
Feedback given In this cumulative manner serves more as 
ventilation of hostility for the giver, and less as a help¬ 
ful gesture to the helpee. (Brammer, 1979, p. 87) 
Although the following statements were made regarding the coun¬ 
selor and the client, they certainly apply to the supervisor and the 
supervisee, "Only give as much feedback as the client can use now", 
"Most of us can change only one thing at a time. Further, most of us 
can hear only so much. Select out one or two things to provide feed¬ 
back on to a client. Don't overwhelm the client. Save the rest for 
later" (Ivey, 1981, p. 161), 
Feedback should be given when the person Is 'ready' to receive 
It (Brammer, 1979, p, 88). The Issue Is how to determine when the 
person Is ready to receive It. This has to be a professional judg¬ 
ment on the part of the supervisor, Anderson states that "I ought to 
ask myself 'whether now' Is a good time to do It—whether he 
'appears' to be In a condition of readiness to receive Information of 
this kind" (Anderson, n.d., p. 342), However, this "readiness" may 
have to be balanced against the needs of the client (student). 
Therefore, In supervision, one would like to, but may not be able to, 
wait for the appropriate "readiness". 
9. Checking to Insure clear communication 
The final criteria for useful feedback Is that the feedback 
should be checked to Insure clear communication (Ivey, 1981; Mill, 
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1976a; Turock, 1980), It is important that both the giver and the 
receiver understand the message that the feedback is intended to 
convey. 
Examples of questions which may be used are: 
How do you feel about that? 
Does this sound right to you? 
Is this the way you see it? 
What does this mean to you? 
Was this session helpful to you? 
What do you plan to do? 
Larry Porter states that effective feedback is "checked for 
clarity, to ensure that the receiver fully understands what's being 
conveyed" (1979, p, 17), Ineffective feedback is not checked. The 
"Sender either assumes clarity or fairly often—is not interested in 
whether receiver understands fully" (Porter, 1979, p, 17), 
This is the time to review the nine criteria for giving effec¬ 
tive feedback—and to check to insure clear communication within this 
program, 
NOTE TO FACILITATOR: Review and discuss criteria, then state: 
The next segment of this unit consists of three videotapes 
designed to demonstrate effective feedback in the functions of Test 
Report Writing, Team Evaluation Meeting Presentations, and Counsel¬ 
ing, 
The format will be video presentation and individual analysis 
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on the worksheets; group analysis of the worksheet and group discus¬ 
sion, and then small group practice of the feedback skills and con¬ 
tent being demonstrated, 
NOTE TO FACILITATOR 
The participants should be made aware of the individual Feedback 
Worksheets which they will use to analyze the videotapes. The format 
is the same as in the previous sections, the participants keep their 
individual worksheets, then compile a group worksheet, and share 
their observations and comments. This process is repeated for each 
of the three videotapes. 
The participants should be reminded at this point that feedback 
involves the skills emphasized in the two preceding units. Relation¬ 
ship and Structural Arrangements, as well as the nine criteria for 
giving effective feedback. 
Show first videotape—Feedback about Test Reports—have group 
analyze it, as outlined in the preceding section. 
NOTE TO FACILITATOR REGARDING GROUP EXERCISE; FEEDBACK ABOUT TEST 
RESULTS; 
The participants should divide into groups of three, as they 
have done prev* ously and practice the feedback in the area emphasized 
in the videotape. The essential part is practice of the feedback 
criteria; if the triads do not want to practice the content area, 
i.e., the report writing, they may utilize other functions of school 
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psychology. However, it is believed that the most effective format 
is for the participants to practice feedback in the content area pre¬ 
sented and then, for a final small group exercise, each small group 
can select an area of specific interest. 
^ibhin the triads, the process is the same as in the previous 
unit. One is supervisor. One is intern. One is observer. The 
observer may use the Feedback Sheet as an outline or a guide. The 
group of three should alternate roles, if time permits, so that each 
has an opportunity to be a supervisor, intern, and observer. They 
may share their observations at the conclusion of all three role 
plays, or at the conclusion of each one separately; this latter is 
recommended. 
It is assumed that the Facilitator will spend some time with 
each small group and will be available for questions, etc. 
The process is the same for the other two Feedback Videotapes 
about a Team Evaluation Meeting Presentation and about a Counseling 
Session. The videotapes are presented. The participants analyze 
them on their Individual worksheets during the presentation. After, 
the group analyzes the videotape together and discusses it. 
This process is followed by the group exercise, where the triads 
practice the skills presented. 
After the three videotapes have been presented and the partici¬ 
pants have practiced the appropriate feedback areas, the larger group 
should discuss any further issues in these areas. Then, if time per¬ 
mits, the triads can be given the opportunity to role play any area 
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of particular interest in feedback. For example, one supervisor 
wanted assistance in giving feedback to a "defensive, fragile 
intern". The small groups could then share their feedback areas with 
the entire group. 
LECTURETTE: 
The next segment focuses upon case method presentations. There 
are seven brief vignettes of critical incidents in feedback in school 
psychology supervision; two are presented by an intern; five by a 
supervisor. Each concludes with "What would you do?" There is no 
one correct response. Many appropriate responses should be gener¬ 
ated. 
NOTE TO FACILITATOR; Each video clip is presented separately. After 
the question, "What would you do?" the entire group can be asked to 
respond, or the group can be divided into smaller groups, each 
generating responses, and then these shared with the larger group. 
In order, the videoclips focus upon the following supervisory 
situations: 
1. An intern telling about a parent conference 
2. A teacher's inappropriate remark 
3. An ineffective team evaluation presentation 
4. An intern handling a difficult case well 
. An intern who has consistently been late 5 
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6. An intern who displayed a lack of respect for parents 
7. An Intern who Is cool and aloof with clients. 
NOTE TO FACILITATOR; Summarize the unit by referring to the nine 
criteria for giving effective feedback. Ask for any questions. Cite 
the bibliography at the conclusion of the unit in the workbook, and 
discuss if time permits. 
NOTE TO FACILITATOR; Epilogue to Feedback 
This unit represents the major focus of this training program. 
It is viewed by this author as the most important segment of this 
interactive model of giving feedback in school psychology supei^ 
vision. Relationship and Structural Arrangements provide the context 
in which the feedback is given, and is received, but the "heart" of 
the model lies in this unit. Giving Effective Feedback. 
Therefore, this unit should be given priority in terms of time 
and of placement within the program. Most importantly, the partici¬ 
pants should be given ample opportunity to discuss and to practice 
(practice, practice, practice) these skills. 
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t^ACTING TO FEEDBACK 
OR 
WHAT WAS THAT YOU SAID? 
FACILITATOR; REFER TO CHART AND TO WORKBOOK. 
LECTURETTE; 
Reacting to feedback interacts with the other variables of the 
model. The relationship and the structural arrangements in which the 
feedback is given and how the feedback is given, determine to a con- 
siderable degree the reaction to the feedback. 
However, the individual needs of the receiver are also a factor, 
or rather the individual needs of the sender and of the receiver, are 
also factors. 
The ultimate goal of the feedback is to have it received as a 
growth factor. However, common responses to feedback are pain, 
resistance, defensiveness, distress and game playing. In actuality, 
game playing may be the manifestation of the others. The diagram on 
the chart and in your workbook is designed to Illustrate this, as 
well as the fact that all of these responses have the potential to 
become growth-producing, with the proper skill. 
NOTE TO FACILITATOR; Comment that these are not mutually exclusive 
categories, but can overlap. 
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REACTING TO FEEDBACK 
GROUP EXERCISE 
FACILITATOR; Ask the participants to close their eyes and to think 
of the last time that they received feedback which was "painful" to 
them, and to think of how they reacted to it. 
Give the participants a few minutes to think, then initiate the 
discussion by citing a personal example and how you reacted to the 
"painful" feedback, such as "not hearing it", getting a headache, 
etc. Then, ask the group members to share their experiences. 
FACILITATOR; REFER TO CHART AND TO WORKBOOK 
Goal; 
To have the supervisee receive the feedback in an appropriate 
(effective) growth producing manner. 
Objectives; 
1. To learn common response patterns to feedback 
2. To define game-playing in supervision 
3. To be aware of typical games played by supervisees in 
feedback supervisory sessions 
To be aware of typical games played by supervisors in 4. 
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feedback supervisory relationships 
5. To be able to Identify some of these games 
6, To be able to control game playing in feedback supervisory 
sessions. 
Common response patterns to feedback 
Response patterns to feedback should be constructive Improvement 
of skills and an Increase in self-confidence as a result of the 
information. This is referred to as growth—both personal and pro¬ 
fessional. And this is the goal of all feedback! 
However, much feedback is not received in this manner because 
the supervisee becomes so anxious, and defensive, and/or resistant 
that he/she cannot "hear” the supervisor, even when the supervisor is 
giving the feedback in the appropriate manner. 
The videotape about Feedback on Test Reports illustrates an 
example of this, when the supervisee, Joan, "hears" only the nega¬ 
tives given in the session, and none of the positives. Therefore, it 
is Imperative that the supervisor be aware of how the supervisee is 
processing the feedback. 
William F. Bauman, in examining counselor trainee resistance 
states that "Fear of personal change makes many beginning counselors 
resist the help and guidance offered them in the practicum setting, 
often leaving their supervisors perplexed and frustrated (1972, p. 
251). This applies to school psychologists also! 
"Learning, however, implies change, and change, no matter how 
desired, is often feared. The learner therefore usually employs some 
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degree of resistance to protect himself against unwanted or drastic 
changes" (Bauman, 1972, p. 251). 
This resistance may often take the form of games. Games and 
game-playing in supervision will be the focus of this unit. 
Kadushin states that games are played in supervision because the 
supervisee is defending himself/herself against change. "Change 
creates anxiety and The threat of change is greater for the adult 
student because it requires dissolution of patterns of thinking and 
believing to which he has become habituated" (Kadushin, 1979b, p. 
182). One’s sense of adequacy is involved. School psychology 
Interns are not only adults, but generally have had some prior pro- 
fesslonal experience, therefore change may have even greater implica¬ 
tions. 
It should be noted that games, and game playing, are viewed in 
this program as a negative phenomena because it is felt that they 
interfere with the effectiveness of the feedback that is given, and 
that is received. This should not be construed as denying that games 
can involve creative behavior and can even, at times, function in a 
manner to assist the supervisee in receiving and utilizing the feed¬ 
back. However, in general, games in supervision function to distort 
and impede the feedback process. Eric Berne's definition of games 
confirms this Interpretation. 
FACILITATOR: Refer to Workbook 
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LECTURETTE; GAMES DEFINED 
Berne states that "A Game is an ongoing series of complementary 
ulterior transactions progressing to a well-defined, predictable out¬ 
come” (1964, p. 48). 
The essential feature of a game is its culmination, or payoff. 
The principal function of the preliminary moves is to set up the 
situation for this payoff, but they are always designed to harvest 
the maximum permissible satisfaction at each step as a secondary pro¬ 
duct." (Berne, 1964, p. 61). 
There are four factors in this above definition: 
1) The desired outcome of the game is to achieve a payoff for 
its initiator" (Hawthorne, 1979, p. 196). In the supervisory situa¬ 
tion, Kadushln states that games are "The kinds of recurrent inter¬ 
actional incidents between supervisor and supervisee that have a pay¬ 
off for one of the parties in the transaction" (Kadushln, 1979a, p. 
182). 
2) An ulterior motive is by definition exploitative (Peterson, 
1981, p. 445). 
3) Complementarity—the game requires the participation of a 
responsive, active partner" (Hawthorne, 1979, p. 196). It takes two 
to play games" (Kadushln, 1979b, p. 185). 
4) Superficial plausibility refers to the fact that "The strate¬ 
gies of the game are not conjured up out of fantasy but have some 
connection with reality" (Hawthorne, 1979, p. 196). 
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Beme's basic game playing involves Parent, Adult and Child 
behaviors, verbal and nonverbal, which can easily be applied to 
School psychology feedback. 
Eric Beme's Model 
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Kadushln states that "The supervisor^supervisee relationship is 
evocative of the parent-child relationship and as such may tend to 
reactivate some anxiety associated with the earlier relationship. 
The supervisor is in a position of authority and the supervisee is, 
in some measure, dependent on him." (Kadushln, 1979b, pp. 183-4). 
Eric Berne states that: 
at any given moment each individual in a social aggregation 
will exhibit a Parental, Adult or Child ego state, and that 
individuals can shift with varying degrees of readiness 
from one ego state to another. These observations give 
rise to certain diagnostic statements. *This is your 
Parent' means you are now in the same state of mind as one 
of your parents (or a parental substitute) used to be, and 
you are responding as he would, with the same posture, ges¬ 
tures, vocabulary, feelings, etc.' 'This is your Adult' 
means: 'You have just made an autonomous, objective 
appraisal of the situation and are stating these thought- 
processes, or the problem you perceive, or the conclusions 
you have come to, in a non-prejudicial manner. 'This is 
your Child' means: 'The manner and intent of your reaction 
is the same as it would have been when you were a very 
little boy or girl'. (1964, p. 24) 
Examples of the three categories and the typical responses 
are: 1 
Parent: Nurturing parent: "You can do it" 
Critical parent: "You should...” 
"You ought to...” 
"I told you...” 
"Why don't you... 
"I always...” 
^Facilitator may cite these and/or ask for examples from the 
group. 
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Adult: 
Child; 
"It is my opinion..." 
"Have you thought about..." 
"What are your reasons..." 
"Did I do it O.K.?" 
"Everybody's doing it" 
"What will people think?" 
NOTE TO FACILITATOR; 
Present some school psychology situations and ask the partici¬ 
pants to write down their responses—and then to share them with the 
group as a whole. Each situation should be given "typical" parent, 
adult, and child responses. Suggested situations to begin with could 
be the intern who talks too much in the teachers’ room, or the intern 
who "tells" the parents exactly what they have done "wrong" in a con¬ 
ference. 
FACILITATOR; REFER TO CHART AND TO WORKBOOK 
LECTURETTE; Games Supervisees Play 
Games supervisees play can be divided into two major groups, 
those designed to reduce level of demands made upon the supervisees 
and those designed to redefine the relationship between the super¬ 
visee and the supervisor. 
Those games designed to redefine the relationship may be aimed 
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at reducing the demand levels, but the major focus Is upon the rela¬ 
tionship. Included In this category would be Alfred Kadushln's 
(1979a, 1979b) groupings of Redefining the Relationship, Reducing 
Power Disparity, and Shifting Control of the situation from the 
supervisor to the supervisee. 
Those games designed to manipulate the level of demands placed 
upon the supervisee include "Two Against The Agency", "Be Nice To Me 
Because I Am Nice to You" and "I am doing the best I can". 
"Two Against the Agency or Seducing for Subversion" may also be 
called "School Psychologist versus the Bureaucracy". This involves 
the supervisees* "identification of conflicts between the require¬ 
ments of ’professionalism* and the bureaucratic demands" of the job 
(Peterson, 1981, p. 446). The aim is to reduce the demands of rou¬ 
tine work—the intern who plays this game when you give him/her feed¬ 
back that his/her professional performance is suffering because the 
identifying information was not properly filled out, or the referral 
was not logged in appropriately, or was not logged in as "in pro¬ 
cess," "completed,” etc. Note how adept the intern, Joan, is in this 
area on the video presentation. 
In the video tape which will be presented about game-playing the 
supervisee discusses the "paperwork and how it interferes with her 
professional performance. 
The second game in this category is "Be Nice to Me Because I am 
Nice to You” involves "seduction by flattery" (Kadushin, 1979a, p. 
185), i.e., the supervisee praising the supervisor’s professional 
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skills. Examples of this are; 
"You’re the best supervisor I ever had" (Kadushin, 1979a, p. 
185). 
"You're so perceptive that after I've talked to you I almost 
know what the client will say next" (Kadushin, 1979a, p. 
185). 
"I hope that I'll be as good a school psychologist as you". 
The problem with this type game is that it Involves behavior that 
supervisors like; it nice to be told how good you are. The 
difference between honest feedback and game playing lies in the 
ulterior motive behind the game and the destructiveness of the game 
playing. 
The third game in this category is entitled "I Am Doing the Best 
I Can" and is offered by the supervisee in the face of what they call 
"unrealistic working conditions" and increasing constituent demands 
(Peterson, 1981, p. 447). Examples of statements in this type game 
are: 
"I have two papers due at the university, plus mid-terms, 
and I've been putting in extra time to get the testing 
done, and there's no place for me to test in that school". 
In summary, all of these games are designed to reduce the level 
of demands on the supervisee. The second major category of games is 
aimed at redefining the relationship between the supervisor and the 
supervisee. 
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Protect the sick and the Infirm" or "Treat Me, Don't Beat Me" 
(Kadushln, 1979a, p, 186) are the titles when the supervisee decides 
to expose his/her personal characteristics or problems rather than 
discuss professional work. Examples are: 
I only want you to know this but my mother has been sick 
and I can't concentrate on my work". 
This student, Henry, reminds me of my husband and we're In the 
process of discussing a divorce". 
Another game in this category Is Evaluation Is not for Friends. 
Through social opportunities and exploration of common Interests, the 
supervisee seeks to redefine the relationship. Peterson (1981) 
states that, "In school psychology, where collegiallty is valued, 
supervisors may be highly susceptible to this game" (p. 446). 
A third game is "Maximum Feasible Participation" (Kadushln, 
1979a, p. 187) which Involves "excessive democratization of the 
supervisory relationship (Peterson, 1981, p. 446), 
Other games are designed to reduce the power disparity between 
the supervisor and the supervisee. "Share the Responsibility" 
Involves the supervisee sharing examples of other school psycholo¬ 
gists' errors or Incompetencles. 
Another example is "If You Knew School Psychology Like I Knew 
School Psychology" (Peterson, 1981, p. 447), or what Kadushln (1979a) 
calls "If You Knew Dostoyevsky Like I Know Dostoyevsky" (p. 187). 
This involves the supervisee's "questioning or exposing the super¬ 
visor's lack of knowledge about specific professional or practice 
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Issues" (Peterson, 1981, p. 447). 
Another variation of this is "So what do you know about It?" 
(Kadushln, 1979a, p. 188). Examples are that a supervisee who has 
children will allude to her experiences as a mother to the supervisor 
who has none; the supervisee who was reared in a single parent house- 
hold will do the same to the supervisor who was not, or the younger 
supervisee will allude to the fact that he/she is In a better posi¬ 
tion to understand adolescents because of his/her age. 
Another group of games is designed to shift the control of the 
situation from the supervisor to the supervisee. 
"I Have a Little List" is one in which the supervisee has. 
Indeed, a big list and, if these questions are properly answered, 
this will dominate the session. The "skilled" supervisee brings 
those questions which deal with areas in which the supervisor has the 
most interest, and the most expertise. Note how the Intern, Joan, 
emphasizes group counseling in the videotape, an area in which her 
supervisor has established her expertise in a prior session. 
A second game, "Heading Them Off At The Pass" or "I know I am 
doing badly and here are the reasons" or "I’m No Good" (Bauman, 1971, 
p. 253). "The supervisee readily admits to poor performance and may 
even express a litany of self derogatory descriptors" (Kadushln, 
1979a, p. 190). An example of this is "I don’t know how to give a 
WISC-R properly; my teacher was so bad." If sucessful, this type of 
interaction elicits the supervisor’s sympathy and may even result in 
praise for whatever limited accomplishments or strengths the 
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supervisee has demonstrated, "The supervisor, faced with overwhelm¬ 
ing self~derogation, has little option but to reassure the supervisee 
sympathetically (Kadushin, 1979a, p. 190), 
A third game in this group is "I Did Like You Told Me" (Kadu¬ 
shin, 1979a, p, 190), In this game, the supervisee has manipulated 
the supervisor into giving specific case recommendations, which the 
supervisee states that he/she has Implemented, and they have been 
unsuccessful, 
"It's All So Confusing" is a game which attempts to reduce the 
authority of the supervisor by appeals to other authorities, such as 
"My cousin, who is head school psychologist in New York" or "My uni¬ 
versity supervisor said,,," (Kadushin, 1979a, p, 190), 
NOTE TO FACILITATOR; Ask participants if there are any questions, or 
any discussion, regarding games supervisees play, before commencing 
with games supervisors play, 
GAMES SUPERVISORS PLAY 
FACILITATOR; REFER TO CHART AND TO WORKBOOK 
LECTURETTE; Why do supervisors play games? 
Games initiated by supervisors are either "attempts...to deal 
with the difficulties surrounding authority" (Hawthorne, 1975, p. 
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179), or stem from "a desire to be liked" (Kadushin, 1979a, p. 192) 
or are initiated to provide counter-games for the supervisees* games, 
for after all, the supervisor should have more experience at games¬ 
manship than the supervisee” (Kadushin, 1979a, p. 194). 
There are basically two kinds of games played by supervisors. 
Games of Abdication and Games of Power. 
Games of abdication are ones where the supervisor "deliberately 
relinquishes authority, manipulates the circumstances so that he is 
unable to exercise authority, projects the responsibility elsewhere, 
or uses inappropriate kinds of authority" (Hawthorne, 1979, pp. 197- 
98). The following are some examples of these type games: 
"They Won't Let Me" (Hawthorne, 1979, p. 198). The supervisor 
would like to take or permit some action, but states "they won't let 
me" without even exploring the possibility. In school psychology, an 
example of this would be the intern who wants to meet with the 
parents before or after school hours and the supervisor states "No 
one does that in this school system!" 
A second game in this category is "Poor Me"—in which the super¬ 
visor is so involved with "paper work" that he/she has no time for 
supervisory tasks. An example of this is "I wish that I had time to 
discuss this case with you, but I have to finish this report today, 
and tomorrow I have to compile my monthly report, etc. This results 
a reversal of roles in which the supervisor Instructs the worker 
to sympathize with him and not to impose any additional demands 
(Hawthorne, 1979, pp. 198-99). 
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A third game is "I'm Really One of You" or "I'm Really A Nice 
Guy (Hawthorne, 1979, p, 199). This seems to operate effectively in 
many school systems in what this author terms the "old boy" network. 
A classic game of abdication is "One Good Question Deserves 
Another (Kadushin, 1979a, p. 192). Here the supervisor responds to 
the supervisee's questions with another question, so that the respon¬ 
sibility is thrust back upon the supervisee. If the supervisee is 
unable to answer, the supervisor may say "Let's both give this some 
thought"—or even assign the supervisee to do research upon the sub¬ 
ject. 
The second major category of games supervisors play are Games of 
Power. "Remember Who's Boss" defines the supervisor's role as one of 
absolute power—and permits no discussions. "The supervisor is the 
critical parent who insists on undeviating obedience" (Hawthorne, 
1979a, p. 200). The supervisor may state "This is the way things are 
always done in this department!" 
"I'll Tell On You" implies that the supervisor will tell someone 
"higher up" on you. An example of this would be "I'll tell your uni- 
Ygfsity supervisor"—of "I'll have to report this to the Director of 
Pupil Personnel Services." 
The last two games in the category are self-descriptive. 
"Father or Mother Know Best" and "I'm Only Trying To Help You" (Haw¬ 
thorne, 1979, pp. 201-202). 
NOTE TO FACILITATOR; Ask participants if there are any questions, or 
any discussion, regarding games supervisors play. 
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RESPONSES TO GAMES 
FACILITATOR; REFER TO CHART 
LECTURETTE; 
The most effective response to games is for the supervisor or 
the supervisee to refuse to playl (Kadushin, 1979a, p. 193). 
A second major response is to confront the game-player. This 
may be done by interpreting the behaviors as games, and interpreting 
the supervisee's needs to play games. However, “unmasking games risk 
much that is of serious personal significance for the supervisee" 
(Kadushin, 1979a, p. 195) and should be done with care by the super¬ 
visor. 
Another approach, and one which is more comfortable for the 
author, is to give the supervisee honest feedback on what the supers 
visor perceives as happening, and to focus on the disadvantages for 
him/her. 
In addition to these responses to game-playing, Peterson states 
that there are ways to minimize the impact of the games, such as 
using Active Listening skills, clear, specific, and realistic con¬ 
tracts, and management by objectives. 
NOTE TO FACILITATOR; Ask the participants if there are any ques¬ 
tions, or any discussion regarding Responses to Games, before the 
videotape is presented. 
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VIDEOTAPE INTRODUCTION: GAMES IN SUPERVISION 
This videotape is designed to demonstrate game playing by both 
the supervisor and the supervisee. It begins with the fact that the 
supervisee did not turn in a report on time, and becomes more and 
more complicated as the game-playing Increases. There is no one game 
being played by the supervisor or by the supervisee; there are a 
series of games. 
As you watch the videotape, note how Important the nonverbal 
behavior is in the game-playing. 
The procedure is the same as in the last unit. Analyze the 
games on your individual worksheet, then we will compile a group 
worksheet, and have a group discussion. 
VIDEO PRESENTATION followed by individual analysis, and small and/or 
large group analysis, and discussion. 
GROUP EXERCISE; GAME PLAYING 
FACILITATOR; Refer to Worksheet and give the following directions: 
In groups of three, choose roles. One will be the supervisor, 
one the supervisee, one the observer. The supervisee and/or the 
supervisor will select a game or games to play, and the observer will 
observe the transaction. The worksheet may be used as a guide for 
the observer. If possible, use a situation from your own supervisory 
experiences. 
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GAME ROLE PLAYING WORKSHEET 
The supervisee is playing games designed to: 
1. Manipulate Demand Levels 
Ex: __ 
2« Redefine The Relationship 
Ex: 
The supervisor Is playing games designed to: 
1. Abdicate authority and responsibility _ 
Ex: _ 
2. Indicate absolute power _ 
Ex:  
Either the supervisor or the supervisee could have stopped the games 
by: 
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This role playing will be approximately two minutes in length, 
then there will be a two minute debriefing period. Then change 
roles, so that each person in your group has the opportunity to be 
the supervisor, supervisee, and observer. 
DIRECTIONS FOR FACILITATOR; 
After the groups have completed their role playing, have them 
share some of their experiences with the large group. 
SUMMARY; 
LECTURETTE; 
Games may be utilized by either the supervisor or the super¬ 
visee. Games are viewed in this program as Impeding or blocking the 
feedback from being given, or being received. Awareness of games and 
of the rationale behind game playing, and knowledge of the methods to 
stop game playing are important in the feedback process. Skill in 
this area may turn non-productive feedback into growth-producing 
feedback. 
Let’s review the primary games played by supervisees and super¬ 
visors. Supervisees games are designed to reduce the level of 
demands and to redefine the relationship. Supervisors' games are 
designed to abdicate authority and responsibility or to indicate 
absolute power and authority. 
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It takes two to play games. The most effective response to 
games Is to refuse to play! 
It should be reiterated that the negative aspect to games play¬ 
ing is that it is destructive and that it prevents the giving and 
receiving of honest and effective feedback! 
FACILITATOR; Refer to Bibliography for this unit and discuss if time 
permits. 
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CHECKING TO INSURE CLEAR COMMUNICATION 
DIRECTIONS FOR FACILITATOR; 
This final segment can also be titled Feedback on the Feedback 
Training Program, Review the Feedback Model presented in this pro¬ 
gram and encourage the participants to give feedback on the model and 
on the training program, utilizing the principles and techniques 
emphasized in the program. 
It is expected that you will model here, as you have throughout 
the program, the techniques for giving and for receiving effective 
feedback. 
APPENDIX D 
PARTICIPANT’S WORKBOOK 
A SYSTEMATIC TRAINING PROGRAM FOR GIVING FEEDBACK 
IN SCHOOL PSYCHOLOGY SUPERVISION 
SHIRLEY SHRAGO SIFF 
3U 
INTRODUCTION 
I. Purpose of the program 
II* Need for this program 
III* Basic Concepts underlying this program 
1 * Assumptions about Human Nature 
2* Assumptions about The Supervisory Process 
IV* Definition of Feedback used In this program 
Communication between a supervisor and a supervisee which 
provides the supervisee with Information about some aspect of 
his/her apparent attitudes and/or behaviors and their potential 
effects* 
The goal of feedback In a supervisory relationship Is to 
confirm and to Improve the professional performance of the 
supervisee* 
V* Role of the Supervisor; Educator 
VI* Training Model 
VII. 
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Presentation of the Feedback Model and Overview of the Program 
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UNIT I 
RELATIONSHIP 
OR 
HOW IMPORTANT AM I TO YOU ANYWAY 
I. Introduction; Interactive model 
O 
vV 
Intern 
o 
v/V 
Supervisor 
II. Goals of this unit; 
To understand the Importance of a positive relationship 
between supervisor and supervisee and how to establish this 
relationship. 
Objectives of this unit; 
1. To learn the Importance of the relationship In 
supervision 
2. To Identify different factors which contribute to a 
positive relationship 
3. To learn how to convey Information which Is Important 
In a positive relationship 
4. To practice some techniques, verbal and nonverbal, which 
are Important In establishing and maintaining a positive 
relationship 
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III. Importance of Relationship 
1. In the literature 
2. The author's belief 
IV. What is a positive relationship? 
Think of an individual with whom you have a positive 
relationship. Write below what characteristics you think 
contribute to a positive relationship. Include characteristics 
that make for a positive supervisory relationship. 
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V• How to establish a positive relationship In supervision 
1. Nonverbal Communication 
Dyad Observations: 
Factors identified as a group 
2. Basic Listening Skills: 
Open Questions 
Closed Questions 
Encouragers 
Paraphrases 
Reflection of Feeling 
Summarlzations 
3. Voice Tone and Speech Rate 
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Exercise; How to establish a positive supervisory relationship by 
active listening. 
Groups of three. One Is supervisor. One Is Intern. One 
Is observer. 
Topic: Your first day on the job—or on the Internship. 
Use Relationship Observation sheets. 
Video: Use Relationship Observation sheets 
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RELATIONSHIP OBSERVATION SHEET^ 
NONVERBAL 
Eye Contact 
y’PLICABLE 
NOT 
APPLICABLE ( 
NOT 
DESERVED 
Facial Expression 
Smile 
Frown 
Clenched Jaw 
Furrowed Brow 
Body Language 
Open-Closed 
Trunk Lean 
Body Movements 
Head 
Arm 
Leg 
Hand 
Movement Synchrony 
Movement Complimentarity 
Movement Dysynchrony 
Physical Space 
VERBAL 
Open Questions 
What, How, Could, Would, Why 
Closed Questions 
Is, Do, Are 
Encouragers 
Urn, Repeats, Body Movement 
Paraphrases 
Reflection of Feeling 
Summarization 
SPEECH 
Speech Rate 
Speech Tone 
OVERALL IMPRESSION 
^The author acknowledges the work of Brammer, 1977, Haase and 
Tapper, 1972, and Ivey, 1981, which helped to shape the development 
of this instrument. 
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UNIT II 
STRUCTURAL ARRANGEMENTS 
OR 
WHAT ARE WE GOING TO DO AND HOW ARE WE GOING TO DO IT? 
We may have established the most positive relationship as a 
supervisor with our supervisee, but unless some structural arrange¬ 
ments are made, we may never really provide feedback or supervise in 
this wonderful relationship. 
Goals of the Unit; 
To understand the importance of structural arrangements for 
feedback in supervision and how to establish them. 
Objectives; 
1. To define structural arrangements in supervision 
2. To learn the importance of structural arrangements for 
feedback in supervision 
3. To Identify important components of structural arrangements 
4. To learn methods of establishing structural arrangements in 
supervision 
5. To practice techniques which help to establish structural 
arrangements. 
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Think about the structural arrangements needed for effective 
feedback in supervision. List below what you think are Important 
structural arrangements. 
1. 
2. __ 
3.  
4.  
5. 
In small groups of 4 or 5, share your individual lists, and 
compile a group list of the structural arrangements needed for 
effective feedback. 
What are some of the problems encountered in establishing the 
structural arrangements? 
What are some possible solutions? 
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STRUCTURAL ARRANGEMENTS WORKSHEET 
This Structural Arrangements Unit is divided into two major 
components: 
I. What are we going to do? Goals and objectives of the 
supervisory experience. 
II. How are we going to do it? Establishing the procedures of 
supervision. 
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SUMMARY 
STRUCTURAL ARRANGEMENTS 
1. Importance: Provides Basis for Feedback 
2. Includes Goals and Objectives of Supervisory Experience 
3. Involves Procedures of Supervision 
1. Time 
2. Place 
3. Orientation to School Culture 
4. Work Logistics 
5. Techniques of Supervision 
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UNIT III 
FEEDBACK 
OR 
THIS IS HOW I SEE IT! - FROM THE SUPERVISOR 
OR 
DIDN’T I DO ANYTHING RIGHT? - FROM THE SUPERVISEE 
Goal; 
To be able to give effective feedback in school psychology 
supervision. 
Objectives; 
1, To reexamine the importance of feedback in supervision 
2. To define feedback in the supervisory relationship 
3, To learn the necessary first steps before giving feedback 
4. To identify criteria for giving effective feedback 
5. To learn to use these criteria for giving effective 
feedback 
6, To practice these techniques for giving effective feedback. 
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Importance of feedback In supervision 
III. Definitions of Feedback 
1. Human relations training 
2. Counseling 
3. Business 
4. Trainer 
Definition of Feedback used In this program 
Communication between supervisor and supervisee which provides 
the supervisee with Information about some aspect of his/her 
apparent attitudes and/or behaviors and their potential 
effects. 
Goal of this feedback Is to confirm and to Improve the professional 
performance of the supervisee. 
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Necessary First Steps; 
In order to give feedback you must 
1. Develop your ovm unique style 
2. Feel comfortable with it 
3. Think through the agenda 
4. Be honest 
5. Be aware of the following contextural issues and their 
possible impact on feedback: 
Age 
Sex 
Race 
Socio-economic status 
Educational background 
Issues in feedback - Other than how to give It 
1. What you call it 
2. Oral/written 
3. Individual/group 
4, Frequency of feedback sessions 
5. Positive/Negative 
Basic Premise of this program: 
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CRITERIA FOR EFFECTIVE FEEDBACK 
EFFECTIVE FEEDBACK IS; 
1. IMMEDIATE RATHER THAN DELAYED 
2. DESCRIPTIVE 
3. BEHAVIORAL FOCUS 
4. CONCRETE AND SPECIFIC 
5. SOMETHING THAT THE INDIVIDUAL CAN DO SOMETHING ABOUT 
6. EVALUATIVE IN A NON-THREATENING MANNER 
7. OWNED BY THE SENDER 
8. SEQUENCED PROPERLY 
9. CHECKED TO INSURE CLEAR COMMUNICATION 
333 
FEEDBACK SHEET 
WAS THE FEEDBACK GIVEN: 
NOT 
YES NO APPLICABLE 
IMMEDIATE 
Ex: 
DESCRIPTIVE 
Ex: 
BEHAVIORAL FOCUS 
Ex: 
CONCRETE/SPECIFIC 
Ex: 
SOMETHING-DO SOMETHING ABOUT 
Ex: 
NON-THREATENING 
Ex: 
OWNED 
Ex: 
SEQUENCED 
Ex: 
CHECKED 
Ex: 
OTHER COMMENTS: 
ANY COMMENTS RE: NONVERBAL BEHAVIOR? 
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UNIT IV 
HOW FEEDBACK IS RECEIVED 
FEEDBACK 
Goal; 
To have the supervisor receive the feedback in an appropriate 
(effective) growth producing manner. 
Objectives; 
1. To learn common response patterns to feedback 
2. To define game-playing in supervision 
3. To be aware of typical games played by supervisees in 
feedback supervisory sessions 
4. To be aware of typical games played by supervisors in 
feedback supervisory relationships 
5. To be able to identify some of these games 
6. To be able to control game playing in feedback supervisory 
sessions. 
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Games Defined; 
Eric Berne's Definition: "A game Is an ongoing series of com¬ 
plementary ulterior transactions progressing to a well-defined, 
predictable outcome" (1964, p. 48). 
Games Supervisees Play 
1, Manipulate Demand Levels 
2. Redefine the Relationship 
Games Supervisors Play 
1. Abdicate Authority and Responsibility 
2. Indicate absolute power 
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GAMES FEEDBACK SHEET 
In this video segment both the supervisor and the supervisee are 
playing games. Which of the following categories do you feel 
describe the games? 
The supervisee is playing games designed to; 
1. Manipulate Demand Levels 
Ex; __ 
2. Redefine the Relationship ____ 
Ex;___ 
The supervisor is playing games designed to; 
1. Abdicate authority and responsibility _ 
Ex; __  
2. Indicate Absolute Power  
Ex; 
Either the supervisor or the supervisee could have stopped the games 
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GAME ROLE PLAYING 
In groups of three, assign roles—one will be supervisor, one 
supervisee, one observer. The supervisee and supervisor will select 
games to play the observer will observe the transaction. Role 
playing will be approximately 2 minutes; then there will be a 2 
minute debriefing session. Then the roles will be changed, in order 
that each person has the opportunity to be supervisor, supervisee, 
and observer. 
The observer may record below; 
The supervisee is playing games designed to; 
1. Manipulate Demand Levels 
Ex; 
2. Redefine the Relationship _ 
Ex; _ 
The supervisor is playing games designed to; 
1. Abdicate authority and responsibility _ 
Ex;__ 
2. Indicate absolute power 
Ex; 
Either the supervisor of the supervisee could have stopped the games 
by; 
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NOTES 
APPENDIX E 
QUESTIONNAIRES USED TO FORMATIVELY 
EVALUATE THE PROGRAM 
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1. 
INTRODUCTION EVALUATION 
Howjould you rate the clarity of the material presented In this 
Not Clear 
3 
Clear Very Clear 
2. How would you rate the organization of this unit? 
1 2 
Not Organized Organized 
A 5 
Very Organized 
3, How would you rate the usefulness of this unit? 
1 
Not Useful 
3 
Useful Very Useful 
4. The amount of material in this unit was 
1 
Too Little Appropriate Too Much 
5. What was your overall opinion of this unit? 
1 2 
Below Average Average Excellent 
Your suggestions for improving this unit are 
1. __ 
2.  
3. 
7. Additional Comments 
RESEARCH INFORMATION 
Are you currently a Supervisor _ Intern _ Grad Student 
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relationship unit evaluation 
I. PROCESS 
1. How would you rate the clarity of the material presented in this 
unit? 
1 
Not Clear 
3 
Clear Very Clear 
2. How would you rate the organization of this unit? 
1 2 
Not Organized Organized Very Organized 
3, How would you rate the usefulness of this unit in your work? 
1 
Not Useful 
3 
Useful Very Useful 
4. The amount of material in this unit was 
Too Little Appropriate Too Much 
5. How would you rate the value of the following in this unit? 
Of Little Use Useful 
1 2 3 
Most Useful 
5 
Lecturettes 
Exercises 
Videotapes 
II. CONTENT 
1. The relationship between the supervisor and the supervisee is 
considered a primary factor in the supervisory process in this 
model 
True False 
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2. This relationship has a definite Impact upon how feedback is 
given and is received. 
True _ False 
3. The importance of the relationship between the supervisor and 
the supervisee is well established in the literature. 
True False 
4. List three factors which can be used to describe a positive 
supervisory relationship, 
1. _ 
2.  
3.  
5. Positive supervisory relationships should be established 
through 
1. Verbal communication ___ 
2. Nonverbal communication __ 
3. Both verbal and nonberbal communication _ 
6. Give three examples of nonverbal communication 
1. _____ 
2. ___ 
3. 
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III. OVERALL EVALUATION 
1. What Is your overall opinion of this unit? 
1 2 3 4 5 
Poor Average Excellent 
2. Your suggestions for improving this unit are 
1. 
2. 
3. 
3. Additional comments 
IV. RESEARCH INFORMATION 
1. Have you taken a course with Allen Ivey in Counseling? 
Yes _ No _ 
If yes, do you feel that this Influenced your 
evaluation of this unit? 
Yes No _ 
2. Are you currently a 
Supervisor _ Intern _ Grad Student 
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STRUCTURAL ARRANGEMENTS UNIT EVALUATION 
I. 
1. 
PROCESS 
How would you rate the clarity of the material presented in this 
unit? 
1 
Not Clear 
3 
Clear Very Clear 
2. How would you rate the organization of this unit? 
1 2 
Not Organized Organized Very Organized 
3. How would you rate the usefulness of this unit? 
Not Useful 
3 
Useful Very Useful 
4. The amount of material in this unit was 
Too Little Appropriate Too Much 
5. How would you rate the value of the following in this unit? 
Of Little Use Useful 
1 2 3 
Most Useful 
5 
Lecturettes 
Exercises 
Videotapes 
II. CONTENT 
1, Structural arrangements are considered of primary importance in 
supervisory feedback. 
True _ False _ 
3A8 
2. Another way of phrasing the structural arrangements of super¬ 
vision is __ are we going to do and are we going 
to do it. 
3. The structural arrangements include the _ and _ of 
the internship as well as the work logistics. 
4. Please identify two important components of structural arrange¬ 
ments. 
1. 
2. 
5. Name three techniques which may be used in supervision 
1. _ 
2.  
3.  
III. OVERALL EVALUATION 
1. What is your overall opinion of this unit? 
1 2 3 4 5 
Poor Average Excellent 
2. Your suggestions for improving this unit are 
1. _______ 
2. _____ 
3. _______ 
3. Additional comments 
IV. RESEARCH INFORMATION 
Are you currently a Supervisor _ Intern Grad Student 
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FEEDBACK UNIT EVALUATION 
PROCESS 
Hwjould you rate the clarity of the tmtetlal presented In this 
Not Clear 
3 
Clear 
. 4 
Very Clear 
How would you rate the organization of this unit? 
1 2 
Not Organized Organized Very Organized 
How would you rate the usefulness of this unit? 
Not Useful 
3 
Useful Very Useful 
The amount of material in this unit was 
1 
Too Little Appropriate Too Much 
How would you rate the value of the following in this unit? 
Of Little Use Useful Most Useful 
1 2 3 4 5 
Lecturettes 
Exercises 
Videotapes 
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II. CONTENT 
!• Feedback is of vital Importance in supervision 
True _ False 
In fact, feedback determines the quality of the supervision 
according to this model 
True _ False 
3. Feedback is defined in this model as communication between 
supervisor and supervisee which provides the supervisee with 
information about some aspect of his/her apparent attitudes 
and/or behaviors and their potential effects. 
True False 
4. Feedback in supervision involves only verbal behavior, not 
nonverbal'behavior 
True _ False _ 
5. Which three of the following are "necessary first steps" in 
order to give feedback? 
1. Develop your unique style ___ 
2. Feel uncomfortable and tense about it  
3. Just "wing it"—no planned agenda__ 
4. Plan the agenda and think through it __ 
5. Be honest ______ 
Honesty hurts—so tell "white lies ____ 6. 
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6. Which five of the following are Criteria for Effective 
Feedback? 
1• Descriptive 
2. Evaluative and threatening 
3. Concrete/specific 
4. Vague/general __ 
5. Behaviorally focused 
6. Long delay between _ 
7. Immediate _ 
8. Something can do something about 
7. Give several statements illustrating effective feedback to a 
supervisee regarding: 
!• The fact that he/she does not listen to teachers and 
interrupts them repeatedly. 
1. 
2. 
2. A test report written in poor English 
1. 
2. 
3. Talking about clients in the teachers’ lounge. 
1. ___ 
2. 
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5 
Excellent 
2. _ 
3.  
3. Additional comments 
IV. ElESEARCH INFORMATION 
III. OVERALL EVALUATION 
1. What Is your overall opinion of this unit? 
12 3 4 
Poor Average 
2, Your suggestions for Improving this unit are 
1. 
Are you currently a Supervisor _ Intern Grad Student 
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reaction unit evaluation 
I. 
1. 
PROCESS 
How would you rate the clarity of the niaterlal presented In this 
unit: 
1 
Not Clear 
3 
Clear Very Clear 
2. How would you rate the organization of this unit? 
1 2 
Not Organized Organized 
4 5 
Very Organized 
3. How would you rate the usefulness of this unit? 
1 2 3 4 5 
Not Useful Useful Very Useful 
4. The amount of material in this unit was 
1 2 3*4 5 
Too Little Appropriate Too Much 
5. How would you rate the value of the following in this unit? 
Of Little Use Useful Most Useful 
1 2 3 4 5 
Lecturettes _ 
Exercises 
Videotapes 
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II. CONTENT 
1. The goal of feedback is to have it received in a growth- 
producing manner. 
True __False 
2. Sometimes the supervisee becomes defensive and resistant about 
the feedback and engages in game playing. 
True _ False 
3. Common games that the supervisee plays may be categorized into 
two areas. These are designed to: 
1. 
2. 
4. Games used by supervisors may be categorized into two areas. 
These are designed to: (Cite 1) 
1. 
5. Game playing may be stopped by either the 
or the _ « 
6. The most effective way to stop games is to 
7. Another way to stop games is to 
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. 5 
Excellent 
2. _ 
3.  
3. Additional comments 
IV. RESEARCH INFORMATION 
III. OVERALL EVALUATION 
1. What Is your overall opinion of this unit? 
12 3 4 
Poor Average 
2. Your suggestions for Improving this unit are 
1. 
Are you currently a Supervisor Intern Grad Student 
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EVALUATION OF OVERALL PROGRAM 
1. How would you rate the organization of this program? 
1 2 3 4 5 
Not Organized Organized Very Organized 
2. How would you rate the usefulness of this material In your work? 
1 2 3 4 5 
Not Useful Useful Very Useful 
3. How would you rate the value of the following In this program? 
Of Little Use Useful Most Useful 
1 2 3 4 5 
Lecturettes 
Exercises 
Videotapes 
Role Playing 
Written 
Responses 
in Workbook 
Workbooks 
Group Exercises 
1.Making Charts 
2 .Discussions 
Facilitator's 
Role 
4. The overall content of the program was 
4 5 
Too Difficult 
1 
Too Easy 
2 3 
Appropriate 
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5. The questions in the evaluations at the conclusion of each unit 
were 
^234 5 
Too Easy Appropriate Too Difficult 
6. Please list three criteria for giving effective feedback 
1. 
2. 
3. 
2* Utilizing the criteria for effective feedback discussed today, 
please give me feedback on this program 
Positive Feedback 
1. 
2. 
3. 
Negative or Corrective Feedback 
1. 
2. 
3. 
8. Additional Comments 
RESEARCH: 
Are you a Supervisor _ Intern _ Grad Student _ 
THANK YOU VERY MUCH FOR YOUR PARTICIPATION! ! ! 
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FOLLOW-UP QUESTIONNAIRE 
1. In the three week period since the Workshop, have you had an 
opportunity to use the skills emphasized in the program? 
If no, please explain 
If yes, how would you rate the overall usefulness of the 
workshop? 
1 2 3 4 5 
Not Useful Useful Very Useful 
2. How would you rate the usefulnes of the workshop for you in the 
future? 
1 2 3 4 5 
Not Useful Useful Very Useful 
3. Did the workshop have an impact on your professional attitude? 
Positive _ Negative _ No Impact _ 
Please specify which attitude(s) has changed? 
4. Three units were presented. Relationship, Structural Arrange¬ 
ments, and Feedback. Please rate each according to their value 
in the presentation. 
Not Useful Useful Very Useful 
1 2 3 4_5 
Relationship 
Structural Arr. 
Feedback 
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5. Please give one example of a skill that you have used In each 
category. For example, Feedback; ”I tried to give my intern 
specific feedback regarding a test report". 
Relationship _ 
Structural Arrangements 
Feedback 
6. Additional Comments 
RESEARCH INFORMATION 
Would you categorize yourself primarily as a 
Supervisor _ Intern _ Grad Student 

